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ABSTRACT
Examining the Effects of Reflection on Professional Identity Development
in Community College Preservice Teachers
By
Delia Hernandez
Advisor: Helen Johnson
Grounded in the constructivist theories of Dewey (1963) with learning situated as reflective
practice, the study explored the impact of guided written reflection on levels of reflection,
commitment to teaching and professional identity for community college preservice teachers
enrolled in their first fieldwork course in a teacher education program.
Participants in the treatment group received instruction on levels of reflection using
Nickel’s (2013) Levels of Deep and Surface Learning. Pre/posttest results were collected using
three measures: Reflection Questionnaire (Kember & Leung, 2000), Professional Identity Status
Questionnaire - PISQ-5d (Mancini, 2015), and Commitment to Teaching Scale (Van Huizen,
2000). Researcher-designed demographic surveys were used to collect instructor and student
demographics, i.e., gender, race, ethnicity, level of education, etc.
Analyses of demographic variables revealed no significant differences between the
treatment and control groups and no student demographic effects on the primary variables reflection, commitment to teaching and professional identity. There was a significant effect of
instructor full/part-time status on level of reflection. Reflection levels were similar for part-time
instructors across conditions and higher for full-time instructors in the treatment group.
Repeated measures ANOVAs compared levels of reflection, commitment to teaching and
professional identity using pre/posttest scores as the within-subjects variable and condition
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(treatment/control) as the between-subjects variable. There were statistically significant increases
in levels of reflection, commitment to teaching and professional identity for the treatment group
and not for the control group. A chi-square statistic was calculated to compare the proportion of
shallow and deep reflections by condition. The treatment group had a significantly greater
proportion of deep reflection than the control group.
Additionally, correlations were conducted on pre/posttest levels and on change scores of
reflection, commitment to teaching and professional identity. Analyses revealed statistically
significant relationships between the levels and between the change scores of all three domains,
as well as a significant relationship between change in professional identity and change in
reflection related to change in commitment to teaching. Lastly, PROCESS by Hayes (2016) was
used to test a mediation model. It revealed a significant direct effect of change in level of
reflection on change in level of commitment to teaching and a significant indirect effect on the
level of professional identity through change in commitment to teaching. Limitations and future
directions of the study are discussed along with educational implications and suggestions for
future research.
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Examining the Effects of Reflection on Professional Identity Development
in Community College Preservice Teachers
Chapter 1: Introduction
The current study originated from my own process of development as an educator, and in
response to the experiences and needs of my students, preservice teachers in an urban
community college teacher education program. The purpose of the study was to explore the
impact of an instructional intervention (guided written reflection) on the development of
professional identity in preservice teachers. It was situated within the students’ first fieldwork
course in order to examine this process at an inflection point in teacher development. The study
helps to elucidate the intersectionality of reflection, professional identity, and commitment to
teaching within the context of the lives and experiences of community college students interested
in becoming teachers.
Community College Students
Today, nearly half of all undergraduates in the United States are enrolled in a community
college (American Association of Community Colleges, 2018). A majority are non-traditional
college students from underrepresented populations, such as people of color, first-generation
college students, single parents, people with disabilities, students from low SES, English
language learners, and full and part-time employees (American Association of Community
Colleges, 2018). In addressing the needs of community college students, researchers have
moved toward an increased focus on the influence of career goals on motivation, persistence and
college achievement. The literature suggests that personal/career-related motivation to attend
college may be a positive predictor of college adjustment (Dennis, Phinney & Chuateco, 2005)
and non-academic support such as creating and clarifying aspirations and enhancing commitment
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can improve student outcomes in terms of persistence and degree attainment (Karp, 2011;
Thering, 2012).
Due to a range of personal challenges and countless societal obstacles, many community
college students pursue education with the goals of attaining a future career or profession,
increased opportunity, and financial security (Arbona, 2007). For students in career programs,
exposure to the theories and practices of their chosen field, along with the promise of a future
profession can serve as motivating factors as they begin to expand their knowledge, change
perspective and practice the behaviors and skills associated with their profession (Alsup, 2005).
This is a key shift in the process of becoming a professional, or developing a professional
identity, as students may need structures and practices to help them reconcile their lived
experiences and personal histories with their emerging professional identity.
Professional Identity
Becoming a teacher is a multifaceted process that can be viewed from different
perspectives or levels of understanding. Viewed simply, it may consist of the acquisition of
declarative knowledge and entail compliance with procedural and bureaucratic regulations
leading to certification. A more nuanced perspective may place emphasis on the process of
“becoming”, so that it may be regarded as a more complex and transformative experience of
identity formation through exposure to new ideas and opportunities for practice. This
perspective is well-aligned with the beliefs of John Dewey (1966), “The self is not something
ready-made, but something in continuous formation through choice of action.”
Over the last two decades there has been an increased focus on professional identity
development in teachers as an important evolving area of research (Alsup, 2005; Beijaard,
Meijer & Verloop, 2004). The development of professional identity is connected to teachers’
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concepts or perceptions of the profession, but also intertwined with their personal identities
(Knowles, 1992). Professional identity development has been defined as an ongoing, multifaceted and dynamic process that may be influenced by personal, social and cognitive factors
(Coldron & Smith, 1999; Flores & Day, 2006) as well as historical, sociological, psychological
and cultural factors (Chong, 2009; Gu & Benson, 2015). Moreover, professional identity has
been linked to teacher well-being and development (Abednia, 2012), commitment (Day,
Kington, & Stobart, 2006; Ruohotie-Lyhty, 2013), resilience (Day et al., 2003; Hong, 2010;
Thomas & Beauchamp, 2011), and even, student progress and achievement (Day et al, 2006).
Teacher identity, or a teacher’s professional sense of self, is constructed through a
dialogic process of interpretation of experience. It is a complex process of examination, change,
growth and of becoming. It does not happen automatically and is not solely a function of time
spent in the classroom (Flores & Day, 2006; Stenberg, 2014). Consequently, researchers are
calling for deliberate action in teacher education programs to support professional identity
development (Chong, 2009; Hong, 2010; Ruohotie-Lyhty, 2013) so that teachers are more
equipped to negotiate the challenges of their demanding profession.
The current study of professional identity development is a response to that call to action.
Just as I consider teacher identity a force that impacts my actions and continues to shape my life,
I have observed that many students are transformed during fieldwork. They begin to change as
they begin to identify as teachers, or, as they begin to become teachers. In a sense, fieldwork
serves as the enactment of their career aspirations as they shift from viewing themselves as
inexperienced college students to viewing themselves as beginning teachers who work directly
with children in the classroom.
This identity shift is often accompanied or marked by changes in a range of areas, such
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as, beliefs, behavior, language, dress, interaction, and habits of mind. The literature documents
the connections between career aspirations and college commitment (Dennis, Phinney and
Chuateco, 2005), motivation (Kress, Thering, Lalonde, Kim, & Cleeton, 2012) and persistence
(Karp, 2011). In other words, the hopes and dreams of students may fuel their efforts in college
because they begin to view education as a path for achieving their goals. This realization then
strengthens their commitment, motivation and persistence in college.
Career education may be particularly salient for community college students who may
not have guidance or mentoring from family or community in developing professional
knowledge and dispositions. Subsequently, they benefit from support in entering what Gee
(1999) refers to as a new discourse community in which members share ways of being in the
world through their words, acts, values, beliefs, attitudes and social identities. Since many
community college students are members of underrepresented or marginalized groups,
professional identity development may be even more complex due to the layered tensions of
race, culture and social class because “the taking up of an identity means suppressing aspects of
the self. So, at first glance, becoming a teacher may mean becoming someone you are not."
(Britzman, 1991, p. 4). And, therefore, a professional identity may be viewed as incompatible
with membership in other groups.
Therefore, it follows that a focus on professional identity development in community
college students has great potential as a process for equipping them with knowledge and tools in
order to foster mindful and intentional change. Moreover, this explicit support may mitigate the
inherent struggle or challenges of identity work and ease their entry into a professional
community. A powerful mechanism for deliberately fostering the development of professional
identity is the use of reflection.
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Reflection
According to Dewey, reflection is the ‘‘active, persistent, and careful consideration of
any belief or supposed form of knowledge in the light of the grounds that support it and the
further conclusions to which it tends’’ (1933, p. 118). It is noteworthy that this definition
dovetails with professional identity development. As preservice teachers begin to take on a new
identity, they must engage in “active, persistent and careful consideration” of their beliefs and
truths, as well as the implications of both as they move forward towards their new professional
self. To take this analogy further and widen its scope, in their practice, teachers must continue to
engage in “active, persistent and careful consideration of any belief or supposed form of
knowledge” in an ongoing, iterative manner as they develop curriculum, select teaching methods
and create plans for meeting the needs of their students. In other words, effective teaching is
reflective teaching.
It is not surprising that reflection has been considered a “guiding beacon” and the “most
popular discourse on professionalism in many countries” (Conway, 1999, pp. 89-90).
Unfortunately, though it is often expected and assigned, college students rarely receive explicit
support in developing or strengthening their reflective skills (Correia & Bleicher, 2008). Since
reflection is not innate, teachers must explicitly guide the development of reflective thought in
their students (Francis, 1995; Correia & Bleicher, 2008; Jones & Jones, 2013).
Therefore, incorporating written reflection in a field-based teacher education course, has
great potential as a mechanism for helping preservice teachers use their experiences as resources
for learning and for engaging them in a practice that is closely tied to their success in college,
and subsequently, in their future profession. It enhances the internal reflective process described
by Dewey (1933) because it provides the opportunity for the construction of knowledge as
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preservice teachers engage in a dialogic process of acquiring and refining knowledge through
communicative interactions within the fieldwork seminar.
The current study focused on the use of a practical and manageable instructional
intervention for supporting professional identity development by helping college students
develop and deepen their reflective skills. It positions reflection as an embedded and scaffolded
component of coursework, as recommended in the literature (Jones and Jones, 2013; Francis,
1995; Valli, 1997). When reflection is an integral part of everyday activities, preservice teachers
learn to engage in collaborative reflection opportunities with peers and instructors. In other
words, there is value and great potential in shifting from assigning reflection to engaging in
reflection with student teachers (Jones & Jones, 2013). This is a distinct change in that it asks
teacher educators to guide the development of reflective thought intentionally and explicitly by
modeling the practice and engaging in a dialogic process of scaffolding student reflection.
This collaborative and interactive approach may serve to strengthen professional identity
development as preservice teachers begin to think like teachers and with teachers. In other words,
by engaging in reflection with teacher educators and peers, preservice teachers can be guided
towards inquiry and analysis that may deepen understanding of their fieldwork experience.
Reflection becomes a process of inquiry and contextualization that may lead to transformation so
that preservice teachers learn to think like teachers and therefore, become teachers, or, rather,
develop a professional identity. This process of inquiry is key as it humanizes students by
authenticating their knowledge, abilities and strengths as they learn to become professionals
(Freire, 2005).
The intersecting literatures on professional identity and reflection highlight their
importance in the field of education. The current study was designed as a close examination of
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the relationship between reflection and professional identity formation in community college
students - an underserved population that merits study and support. The findings may help us
understand the importance of structures, practices and educational cultures in welcoming nontraditional students, cultivating their habits of mind and nurturing their professional identity
formation.
Since “reflective practices function to enact the cycle of identity formation” (Mancini,
Caricati, Panari and Tonarelli, 2015, p. 142), they become crucial for the development and
achievement of community college preservice teachers. Reflection may lead to a two-fold
process by which they become college students as they learn to engage in higher-level thinking,
and ultimately, become teachers, by honing those skills and committing to this practice that is
connected to their profession and leads to “intelligent action” (Dewey, 1964, p. 211).
Theoretical Framework
The current study was grounded in the constructivist theories of Dewey and Freire with
learning situated as reflective, interactive, experiential and transformative practice. To go further,
the focus on reflection within a field-based experience or community of practice enables
preservice teachers to engage, both individually and in community, in a process by which they
construct meaning from experience. This process has transformative potential because by using
reflection as an instrument for learning, students develop deeper understandings, build new
habits of mind and are equipped with a tool and skill that will enhance their practice.
According to Dewey, reflection is a pivotal practice. It deepens learning and selfawareness for an individual. serves as a catalyst for change, and, by extension leads to action on
a personal and societal level. Reflection maximizes learning as it enables students to “utilize the
surroundings, physical and social, that exist so as to extract from them all that they have to
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contribute” (1963, p. 40). Dewey’s theory of experience (1963) emphasizes the importance of
reflection, both individually and in community in order to foster self-knowledge and mindful
action. His principles of continuity and interaction posit that what we learn from a given
experience is influenced by our current and prior experiences. The reflective process helps
students link past, present and future as they analyze the present in light of the past (personal and
societal) and decide how they will proceed in the future.
Teachers and teaching are strengthened by the reflective process as it “enables us to know
what we are about when we act. It converts action that is merely appetitive, blind, and impulsive
into intelligent action” (1964, p. 211). As preservice teachers engage in fieldwork, they must
grapple with the reality and challenges of meeting the needs of children within the parameters
and limitations of an educational system. Reflection becomes a crucial practice at this inflection
point in their professional development as they struggle to merge theory, practice and reality.
“The function of reflective thought is, therefore, to transform a situation in which there is
experienced obscurity, doubt, conflict, disturbance of some sort into a situation that is clear,
coherent, settled, harmonious (1933, p. 100). In other words, the reflective process may ground,
empower and inspire preservice teachers to approach challenges with curiosity in order to work
toward solutions.
Similarly, Freire focuses on the experiences of learners, views them as active and capable
participants and places great emphasis on the reflective process. However, Freire highlights the
importance of recognizing and analyzing the oppressive impact of institutional and societal
structures and systems on the learner and the learning process, and this is particularly salient for
community college preservice teachers. Freire opposes the “banking concept” of education in
which students are treated as if they have no knowledge and must passively listen as teachers
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deposit information that students must receive, memorize and repeat (2005). He considers this
type of education oppressive and dehumanizing because learners are treated as objects and are
controlled rather than liberated by this process. Freire posits that “any situation in which some
men prevent others from engaging in the process of inquiry is one of violence” (2005, p. 85).
Alternatively, Freire argues that we must engage learners in “problem-posing education”
in which dialogue is “indispensable to the act of cognition” (2005, p. 83) and students are guided
toward becoming critical thinkers because it “stimulates true reflection and action upon reality”
(2005, p. 84). In other words, Freire sees this type of education as liberating and dynamic,
because it allows students to develop a true understanding of themselves and their world so that
they are able to take action. This view positions learning as a hopeful endeavor as students begin
to recognize that they are in the process of becoming. In “becoming”, learners look at the past
“as a means of understanding more clearly what and who they are so they can more wisely build
a future” (2005, p. 84). This transformational view of the reflective process resonates with the
lived experiences of community college preservice teachers as they strive to make meaning of
their college and fieldwork experiences and engage in a transformational process of “becoming”.
For future teachers reflection is critical in facing the harsh realities and struggles of teaching.
Through a process of inquiry or reflection, “resignation gives way to the drive for transformation
and inquiry” (2005, p. 85). This may empower them to become the teacher they truly choose to
become, not the one they think they have to become.
Furthermore, in relation to the intersectionality of the personal and professional
influences on the development of preservice teachers, reflection may be a key practice in
facilitating or easing the inherent struggle of assuming a professional identity. In this sense,
reflection would not be limited to “enacting the cycle of identity formation” (Mancini, Caricati,
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Panari and Tonarelli, 2015, p. 142). Reflection could be a driving force and a mechanism for
empowering preservice teachers in understanding and owning their transformation. Reflection
“gives an individual an increased power of control” (Dewey, 1933, p. 21).
Current Study
The current study extended the findings of a small-scale, pilot study (Hernandez, 2017)
which threaded guided written reflection through preservice teachers’ first fieldwork course and
yielded promising results. Findings suggested that guided written reflection within a field-based
practicum may impact the levels of reflection and commitment to teaching of preservice
teachers, which may then impact the development of professional identity. The promising
findings of that study, as well as its limitations - small sample size, researcher-led experimental
group, and lack of a measure of professional identity - inspired the design of the current study.
The current study increased the sample size, removed the researcher as an instructor,
added a demographic survey for instructors, more clearly defined and connected the
characteristics and needs of community college preservice teachers with the process of reflection
and professional identity development, and included a standardized measure of professional
identity.
Study Design
In the current study, preservice teachers, enrolled in their first fieldwork course,
documented their field experiences throughout the semester, participated in two lessons on
reflection based on Nickel’s (2013) Levels of Deep and Surface Learning (experimental group),
and wrote a reflection paper as a final analysis and synthesis of their experience and
development. Participants in the control group completed the writing assignments and
participated in discussions about their experiences but did not participate in lessons on reflection.
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The written reflections served as a documentation of their developing understandings and
meaning-making processes (asking questions, recognizing patterns, making connections, finding
solutions, drawing conclusions, linking theory to practice) as they engaged in the construction of
a professional identity.
Organization of the Study
Chapter one has presented the introduction to the study and an overview of three topics:
community college students, professional identity development and reflection. The chapter has
also presented the theoretical framework, an overview of the current study, and the study design.
Chapter two provides an overview and examination of the related literature and research on
community college students, reflection, and professional identity - specifically focusing on
teacher identity. The chapter also provides a historical perspective on the evolution of the study
of reflection as well as more current study in guided reflection. Additionally, the chapter
discusses the design and findings of the pilot study (Hernandez, 2017), a precursor to the current
study. Lastly, the chapter describes this study, which increases the sample size, includes
demographic surveys for students and instructors, adds a standardized measure of professional
identity, and concludes with research questions and hypotheses. Chapter three details the
methodology and procedures for the current study. Chapter four presents the results of analyses
and findings which emerged from the study. Chapter five summarizes the study and findings,
and presents conclusions drawn from the findings, a discussion, limitations, and
recommendations for further study.
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Chapter 2: Review of the Literature
This chapter provides an overview of previous research and information on three topics:
Community college students, reflection, and professional identity. It begins with a description of
the purposes and evolution of the community college and presents the demographics and needs
of its students. Then, the chapter defines and examines the construct of professional identity,
specifically focusing on teacher identity. It also provides a historical perspective on the evolution
of reflection, from the theories of Dewey (1966) and Schon (1983) to more current study in
guided reflection that is embedded into college coursework.
The chapter concludes with a description of previous work by the researcher (Hernandez,
2017), in the form of a small-sample exploration of threading guided written reflection through
preservice teachers’ first fieldwork course, and its impact on early professional identity, teaching
efficacy and commitment to teaching.
Community College Students
Historically, community colleges in the United States have served as inclusive centers of
educational opportunity by providing higher education that is more accessible than the traditional
path to a 4-year college. This “junior” or two-year college was originally designed as an
extension to secondary education, then became a college preparatory model or pathway leading
to higher education and eventually evolved into a tiered model which, at times, was used to
screen out applicants to “senior” or 4-year college and university programs (Drury, 2003).
Community colleges have essentially served as an alternative track within higher education by
offering “transfer” programs designed to provide a foundation for college-level work, with the
goal of transferring to a senior college, as well as offering a variety of “terminal” programs with
the goal of preparing students for different types of employment.
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As the community college model evolved, it was supported by perceptions of schooling
as a means of upward mobility and a contribution to the growth of society (Drury, 2003). This
view led to increased public funding, open-access admissions, flexible scheduling, a strong focus
on teaching and guidance, and partnerships with businesses and professional organizations. This
current, comprehensive model of community college is focused on creating an accessible and
supportive climate for learning. Today, nearly half of all undergraduates in the United States are
enrolled in a community college (American Association of Community Colleges, 2018). A
majority are non-traditional college students from underrepresented populations, such as people
of color, first-generation college students, single parents, people with disabilities, students from
low SES, English language learners, and full and part-time employees (American Association of
Community Colleges, 2018).
In accordance with national figures, within the City University of New York (CUNY),
almost half of all full and part-time undergraduate students attend a community college (CUNY,
2017). A large percentage of CUNY community college students are members of high-need,
underrepresented populations with multiple barriers to college access and achievement. In 2017,
80% require developmental courses, 85.8% are people of color, 48.8% live below the poverty
line, 50% are English language learners, 49% are first-generation college students, 30% work
full-time, 40% attend part-time and 27% are over 25 years of age (CUNY, 2017).
These challenges have led to a range of student support programs at CUNY, specifically
targeting financial and academic needs, as well as vocational skills and socio-emotional
development. Among these programs are: Trio, which addresses educational and vocational
needs to promote retention and transfer to four-year colleges through counseling, tutoring and
workshops, Single Stop - an anti-poverty and advocacy program that helps students access
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government benefits and community resources for basic needs (childcare, food, clothing,
transportation, legal help, tax preparation, etc.) and Accelerated Study in Associate Programs
(ASAP), offering academic support, college advisement and career guidance, as well as funding
for metrocards, textbooks and tuition with the goal of helping students graduate and enter a fouryear college within two years (CUNY, 2017).
Some programs at CUNY, such as Writing Across the Curriculum and Learning
Communities, specifically target classroom experience and instruction. Writing Across the
Curriculum (WAC) supports and promotes writing at all levels of instruction and across
disciplines with a goal of strengthening writing proficiency. Learning Communities are linked
and integrated courses that are designed by instructors in close collaboration, feature small class
size, focus on a common theme in order to promote and support critical thinking, and to foster
engagement within a community of learners (CUNY, 2017).
As researchers evaluate the effects of federal, national and local efforts to support
community college students, they have moved toward an increased focus on the influence of
career goals on motivation, persistence and college achievement. Their work suggests that
personal/career-related motivation to attend college may be a positive predictor of college
adjustment (Dennis, Phinney & Chuateco, 2005) and non-academic support such as creating
clarifying aspirations and enhancing commitment can improve student outcomes in terms of
persistence and degree attainment (Karp, 2011; Thering 2012).
How Do Career Goals Help College Students?
In their study of 100 ethnic minority, first-generation college students, Dennis, Phinney
and Chuateco (2005) found that motivation to attend college based on personal interest,
intellectual curiosity, and the desire to attain a rewarding career was predictive of college
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adjustment. They also detected a trend for career/ personal motivation as a predictor of college
commitment. A qualitative, interview-based study by Thering (2012) concluded that career
aspirations, along with advancing social status were significant motivational factors for white,
working-class first-generation students (2012). Karp’s (2011) review of research on student
persistence and program evaluation literature focusing on the experiences of “academically
vulnerable students” (academically underprepared, from underrepresented minority groups,
students with low socioeconomic status, and students who have low levels of parental education)
highlights the impact of non-academic support, such as creating social relationships, clarifying
aspirations and enhancing commitment, developing college know-how, and making college life
feasible, on the improvement of student outcomes, including persistence and degree attainment.
Mancini, Caricati, Panari and Tonarelli (2015) consider the construction of worker
identity a central aspect in the transition from adolescence to adulthood. They explored the
personal and social facets of developing a professional identity in 477 college students and found
that “reflective practices had the function to enact the cycle of identity formation” (p. 142). In
other words, our actions, decisions, and goals lead to and support professional identity
construction. The researchers emphasize that colleges must “provide and enrich not only
declarative knowledge but also more practical knowledge and employment-related skills and
competencies” (p. 148).
Due to the range of personal challenges and countless societal obstacles, many
community college students pursue education with the goals of attaining a future career or
profession, increased opportunity, and financial security. Arbona (2007) studied the experience
of Latino college students and found that students who are strongly committed to obtaining a
degree are more likely to participate in academic and social activities that provide the support
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they need to meet the challenges of college. Additionally, student commitment to degreeattainment is solidified through encouragement and support received in interactions with faculty
and fellow students, in both the academic and nonacademic arenas. For students in career
programs, exposure to the theories and practices of their chosen field, along with the promise of
a future profession can serve as motivating factors as they begin to expand their knowledge,
change perspective and practice the behaviors and skills associated with their profession (Alsup,
2005).
Along with theoretical and practical knowledge, as well as guided practice, entering a
profession requires the development of a new professional identity. Gee (1999) refers to this
process as entering a new discourse community in which members share ways of being in the
world through their words, acts, values, beliefs, attitudes and social identities. This is particularly
salient for community college students who may not have guidance from family or community in
developing professional knowledge and dispositions. For example, community college education
majors must learn how to become pre-service teachers when they enroll in field-based courses in
which they work under the supervision of experienced classroom teachers. This process requires
that they shift from seeing themselves as college students to seeing themselves as beginning
teachers, as they work directly with children in the classroom. This identity shift requires
changes in a range of areas, such as, beliefs, behavior, language, dress, interaction, habits of
mind, etc.
Therefore, one of the avenues for helping students withstand challenges in college is to
provide explicit and ongoing support in the development of professional identities. These
identities may fuel their efforts towards goals and dreams so that they may rise above their
current situations. Particularly for community college students, that shift from student to
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beginning teacher is defined by personal struggle and change. Rather than being defeated or
paralyzed, the guidance and mentoring in professional identity development may serve as
inspiration to persevere.
Professional Identity
Over the last two decades there has been an increased focus on professional identity in
teachers as an important evolving area of research (Alsup, 2005; Beijaard, Meijer & Verloop,
2004). As this construct has evolved, researchers have utilized a range of research
methodologies and theoretical approaches to address the issues related to teacher identity from
different and sometimes opposing perspectives (Bukor, 2011). They have defined teacher
identity in many different ways and, at times, have not defined it at all (Beijaard, Meijer &
Verloop, 2004).
In his seminal work on the “becoming teacher,” Lortie (1975) describes preservice
teachers as bringing a history that informs their beliefs about teaching and the work of teachers.
He recognizes that teachers are often left to construct their work lives and careers in isolation.
As a result, he argues, they naturally fall back on their own resources in the struggle to figure out
their roles and identities. Many teachers rely on what Lortie (1975) refers to as their
“apprenticeship of observation” - the period of time that they spend observing other teachers
during their own schooling and preservice years. These experiences can be positive or negative
(Hodgins, 2014). The issue is that when preservice teachers model their teaching after their own
teachers, they may perpetuate a cycle which impedes educational improvement (Warin,
Maddock, Pell, & Hargreaves, 2006).
In more recent studies, researchers agree with Lortie’s (1975) assertion that personal
experiences and professional development are often very connected for teachers. For example,
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Singh and Richards (2006) recognize that self-image is important to educators because teaching
is an occupation in which it can be difficult to separate the person from the craft (p. 7).
Researchers also agree that personal history informs and shapes professional identity. These
factors are no longer seen as negative influences on teacher development, and some have
suggested that the memories of future teachers should be solicited for exploration and even
affirmation (Mewborn & Tyminski, 2006).
The development of professional identity is connected to teachers’ concepts or
perceptions of the profession, but also intertwined with their personal identities (Knowles, 1992).
Professional identity development has been defined as an ongoing, complex, multi-faceted and
dynamic process which entails the making sense and (re)interpretation of values and experiences
that may be influenced by personal, social and cognitive factors (Coldron & Smith, 1999; Flores
& Day, 2006) as well as historical, sociological, psychological and cultural factors (Chong,
2009; Gu, 2015). Furthermore, teacher identity is embedded in personal biography (Bukor,
2011), and learning to teach is considered a process of professional identity construction
(Abednia, 2012; Nguyen, 2008). Luehmann (2007) defines it as “being recognized by self or
others as a certain kind of teacher” (p. 827). It is a close and inextricable relationship between
the personal and professional self in the present and future which answers the questions, Who am
I? Who am I as a teacher? Who do I want to become?
Another aspect to consider in defining and understanding professional identity is the
distinction between a teacher’s role and teacher identity. A teacher’s role refers to what a
teacher does in performing the functions required of teachers (Mayer, 1999). In fact, teachers
often have many roles - guide, facilitator, authority, advisor, educator, etc.
In sum, this study draws from identity theory (Gee, 1999) and the empirical body of
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literature related to teacher professional identity to operationalize professional identity as the
enactment of a teacher’s beliefs and sense of self, that is an amalgam of the personal and social.
It encompasses the ways a teacher views and defines her/himself as an individual situated within
a community of discourse - a way of being in the world that is represented and shared through
words, acts, values, beliefs and attitudes so that it supports and conveys group membership (Gee,
1999). Teacher identity is based on core beliefs about teaching and being a teacher that are
“continuously formed and reformed through experience” (Chong, 2009). By enacting these
beliefs, “people tell others who they are, but even more important, they tell themselves and then
try to act as though they are who they say they are” (Holland, Lachicotte, Skinner, & Cain, 1998,
p. 3).
How can we support teacher identity development?
Since teacher identity is constructed through a dialogic process of interpretation of
experience, it follows that the development of a professional identity does not happen
automatically and is not solely a function of time spent in the classroom (Flores & Day, 2006;
Stenberg, 2014). Instead, researchers are calling for deliberate action in teacher education
programs to ensure that new teachers begin their careers more prepared to negotiate the inherent
struggle of professional identity development in positive and professionally satisfying ways
(Chong, 2009). Ruohotie-Lyhty (2013) focuses on the struggles of beginning teachers and argues
for identity work as an integral part of teacher education. Hong (2010) examines the experiences
of teachers who drop out of the profession and advocates for the development of a long-term
agenda of fostering the professional identity of preservice teachers.
In a three-year study of recent graduates of two four-year education programs, Thomas
and Beauchamp (2011) explore the ways in which new teachers describe their professional
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identities upon graduation and during their first year of teaching. The 45 participants ranged in
age from their early 20’s to mid-40’s and approximately half were not native English speakers.
The researchers found that “the development of a professional identity does not automatically
come with experience, and that some form of deliberate action is necessary to ensure that new
teachers begin their careers with the appropriate tools to negotiate the rocky waters of the first
few years” (p. 767). The findings of their study suggest that more attention needs to be paid to
raising awareness of the process of professional identity development during teacher education.
They propose that there is a “strong case to be made for engaging preservice teachers in a variety
of dialogues about the development of their professional identities as part of an effective
approach for preparing them for the complex and demanding profession they have chosen” (p.
768).
Abednia (2012) explored the professional identity development of preservice teachers
within a critical education course which required reflective writing. He found that participants
became more aware of their old uncritical habits and attitudes, started to reconsider them and
became more conscious of limitations imposed on them by authorities and institutions. As a
result, they started to widen their perspectives and redefine their own positions, rights, and roles.
In other words, they engaged in a process of professional identity construction by reflecting on
their experiences in the field and contextualizing them within professional and societal
structures. Therefore reflection becomes a way in which professional identity is developed and
enacted by preservice teachers.
How is professional identity linked to key domains in teacher development?
Though becoming a teacher is a complex, personal process that may be unique to each
individual and often takes different forms at different levels of experience, researchers have
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identified promising connections between professional identity and key domains of teacher
development. For example, in his study of preservice teachers, Abednia (2012) found that
developing a strong sense of teacher identity has significant effects on well-being, development
and performance. Day et al (2006) investigated variations in the work lives and effectiveness of
300 teachers over a 3-year period. They explored factors contributing to variations in primary
and secondary teacher effectiveness at different phases of their careers and working in a range of
schools in different contexts and found that teacher identity is a strong factor in teacher
motivation, satisfaction, resilience and commitment to teaching. Furthermore, they discovered a
statistically significant association between the levels of their students’ progress and
achievement and the extent to which teachers sustain their commitment. In other words,
professional identity is a strong factor in teacher commitment and teacher commitment is a
strong factor in student success.
Lamote and Engels (2010) explored the professional identity perceptions of 157 student
teachers at various points (1st, 2nd & 3rd-year) as they progressed in their 3-year teacher
education program. Their work reveals the complexity of the process of becoming teachers and
draws attention to the shifts in focus that occur over time for beginning teachers regarding two
specific aspects of teacher identity, self-efficacy and commitment to teaching. Specifically, they
found that at the beginning of their teacher education, student teachers followed a strong pupiloriented approach to teaching. These scores increased as students continued in the program in
their second and third years. Additionally, self-efficacy scores were relatively high as preservice
teachers entered the program and were maintained or increased throughout the first year.
Similarly, scores for commitment to teaching were moderately high and increased
throughout the first year of teacher education, possibly as a result of joining and engaging in a
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culture of teaching (Van Huizen, 2000). Interestingly, self-efficacy scores dropped once student
teachers began fieldwork. Perhaps this is because, as novices, they may underestimate the
complexity of teaching and have an optimistic view of their own influence in the field that may
be diminished upon initial encounters with the complexities of fieldwork. It is also possible that
the shift from theory to practice or from an idealized view of teaching to the realities encountered
in fieldwork may lead to a recalibration or redefinition of their impact as teachers.
Awareness of the starting point and evolution of student teachers’ identity development is
key to supporting their professional development in meaningful and effective ways during their
teacher education. An examination of professional identity must consider the experiences of
teachers at different phases of development as well as those who attain different levels of
success. Hong (2010) explored professional identity and its relation to dropping out of the
profession in preservice and beginning teachers and identified some factors that may constitute
both professional identity and the decision to leave the profession. Hong’s (2010) findings
showed that preservice teachers tend to have naïve and idealistic perceptions of teaching with
high levels of commitment and self-efficacy, and dropout teachers showed the highest levels of
emotional burnout. Furthermore, unfulfilled commitment to teaching and lack of efficacy were
contributing factors for emotional burnout and the subsequent decision to leave the profession.
According to Beijaard, Meijer, and Verloop (2004), tensions and transformations of
professional identity within the practicum experience are to be expected. "Professional identity
formation is often presented as a struggle because student teachers have to make sense of varying
and sometimes competing perspectives, expectations, and roles that they have to confront and
adapt to" (p. 15). Preservice teachers may adopt new roles, negotiate dilemmas between prior
and current identity conceptions, or deepen their understanding of their personal and evolving
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professional identities within the practicum experience.
For preservice teachers who are members of underrepresented or marginalized groups,
professional identity development may be even more complex due to the layered tensions of
race, culture and social class because “the taking up of an identity means suppressing aspects of
the self. So, at first glance, becoming a teacher may mean becoming someone you are not."
(Britzman, 1991, p. 4).
Given the extensive and serious implications of the impact of teacher identity, it becomes
apparent that professional identity development is worthy of ongoing study and may be
instrumental in the design and implementation of teacher education programs, particularly for
community college students. In addition, since the literature supports connections between
career education and commitment to college and between professional identity and commitment
to teaching, it follows that the relationships with this construct must also be explored.
Commitment to teaching may be a key domain in professional identity development.
Reflection
At the same time as the study of professional identity has grown over the last two
decades, there has been an increased focus on teacher reflection and reflective practice has
become an important goal in many education programs. Conway (1999) describes it as a
“guiding beacon” and as the “most popular discourse on professionalism in many countries” (pp.
89-90). The use of reflection in education stems from the work of Dewey (1966) and the model
developed by Schon (1983), whose ideas emerged from Dewey’s work.
Dewey conceptualized reflection in the practice of teaching as the ‘‘active, persistent, and
careful consideration of any belief or supposed form of knowledge in the light of the grounds
that support it and the further conclusions to which it tends’’ (1966, p. 9). He stressed that though
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thinking is a largely ‘‘natural process,’’ reflection is not. Instead, reflection requires ongoing
practice so that learners can develop a habit of thinking in a reflective way. Through this process,
reflection “enables us to know what we are about when we act. It converts action that is merely
appetitive, blind, and impulsive into intelligent action” (1964, p. 211). Though reflection is often
considered a process of looking back and analyzing situations in hindsight, Dewey’s
characterization of reflection does not specify a predominant retrospective focus (Conway,
1999).
Building on Dewey’s work, Schon (1983, 1987) developed a theory of professional
learning. Similar to Lortie’s (1975) claim that teachers tend to rely on their “apprenticeship of
observation” and merely replicate the teaching styles of their own teachers, Schon (1983, 1987)
claimed that much of the information professionals use to guide their practice is misguided
theory, rather than evidence-based best practice. In response, he developed a model to make
reflection an explicit part of professional growth and development. Schon’s model of reflective
practice consists of two components: reflection-in-action and reflection-on-action. He argued
that teachers reflect in action as they respond to the unpredictable situations that arise in the
classroom each day. They also reflect on action as they look back on their day in order to
analyze, make improvements and address challenges (1983). While in action tends to occur
naturally and spontaneously in the flow of classroom experience, on action may need specific
support and development to maximize its constructive use. For example, rather than thinking
about the “difficult student,” a reflective teacher would think about methods and structures that
could be used to engage that student more constructively.
Van Manen (1995) expands Schon’s view by adding a third component of reflection,
anticipatory reflection, which refers to reflection that occurs before action. In this sense, Van

25

Manen is reconceptualizing reflection to include the pre-active, interactive and post-active
phases of teaching. This pre-active or anticipatory reflection has been explored by other
researchers who refer to it as imagination (Thomas & Beauchamp, 2006) and hope (Conway,
1999). Conway (1999) sees limitations in the literature on reflection because it is mostly focused
on retrospection and he redefines the act of reflection as looking inward. Furthermore, Conway
reconceptualizes anticipatory reflection so that it encompasses past, present, and future or
“looking toward the future with knowledge of the past from the viewpoint of the present” (p. 90).
This definition resonates with the process of professional identity formation in which preservice
teachers look inward to examine their beliefs, life experiences and cultures, then filter those
through their coursework and fieldwork experiences and begin to formulate or re-formulate an
identity as they envision and plan for their future classrooms and lives.
Given the foundation set by Dewey and Schon, and extensive research in the field, it is no
surprise that reflection has been recognized as a key component of teacher education (Francis,
1995; Valli, 1992). The emphasis on reflection is apparent in New York State’s reliance on
edTPA as an assessment for candidates for teacher certification. According to Pearson, the
corporation that created the assessment, edTPA is designed to “emphasize, measure and support
the skills and knowledge that all teachers need from Day 1 in the classroom.” This assessment is
focused on planning, instruction, and assessment. A key component is the preparation of a
portfolio of materials during a preservice teacher’s field experience. The portfolio, which
Pearson says is designed to assess the level of a candidate’s “readiness to teach”, requires a great
deal of reflection as candidates are required to include materials designed to “support their
students’ strengths and needs; engage real students in ambitious learning; analyze whether their
students are learning, and adjust their instruction to become more effective.”
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In sum, this paper draws from experience theory (Dewey, 1966), professional learning
theory (Schon, 1983,1987), critical pedagogy (Freire, 2005) and the empirical body of literature
related to teacher education in operationalizing reflection as a process of inquiry and analysis of
experience with the purpose of clarification and contextualization. Reflection entails viewing
interactions and situations from multiple perspectives in order to formulate hypotheses and work
toward clarity with an organized course of action. It is a way in which preservice teachers
intentionally engage in order to generate learning from experience and enact their professional
identity.
How can we support reflection?
Just as the development of professional identity is not automatic and requires
engagement, so does the development of reflective thinking (Correia & Bleicher, 2008). The
work of teaching reflection must stem from an understanding that students do not innately know
how to reflect and that the teacher must play a key role in developing the skills of reflective
thought in students (Francis, 1995; Correia & Bleicher, 2008; Jones & Jones, 2013).
In their study of the instructional approaches used to promote reflective inquiry in
preservice teachers, Jones and Jones (2013) advocate for teaching reflection as an embedded
component of the curriculum so that it is an integral part of everyday activities, rather than as an
add-on, as in the form of stand alone projects, e-portfolios, or blogs. They stress that the
dispositions and components of critical reflection must be taught, scaffolded, and practiced.
Their preservice teacher participants benefited from engaging in collaborative reflection
opportunities present in everyday classroom activities. During discussions, students were able to
meaningfully interact with their peers and receive feedback from the teacher. This process
extended their learning in ways that would have been impossible if reflection had been limited to

27

work done outside the classroom. In other words, there is value and great potential in shifting
from assigning reflection to engaging in reflection with student teachers.
In her work with preservice teachers, Francis (1995) supports embedded reflection
because she considers reflection to be more intellectually challenging than is generally
recognized, and stresses that often little assistance is provided to help teachers “observe, think
through, reconstruct, and deeply understand the process of personal theory building” (p. 229).
Francis (1995) states that when reflection becomes part of the fabric of a course, students
become part of a community of learners engaging together in the process of meaningful and
contextualized reflection. This allows for ongoing practice with the conceptual skills associated
with reflection in a range of contexts (Schon, 1983), and in concert with interaction and feedback
from peers and teachers. This social construction of knowledge fosters the development of
habits of reflective thinking (Dewey, 1966).
Further support for embedded, collaborative and supported reflection comes from Valli
(1997), whose review of teacher education programs that emphasize reflective thinking lead to
her development of five different types of reflection (orientations): Technical, reflection-in and
on-action, deliberative, personalistic, and critical. These orientations help teachers consider
different types of decisions, sources of information for good decision making, and different ways
of relating the sources to teaching practice. Along with this, Valli (1997) provides analysis of
the most common processes for reflection: Action research, journaling & writing, case studies,
supervision and classroom activities, and discussions. Valli (1997) concludes with the premise
that reflection requires attention, guidance and practice and that it is not an end in itself. She
stresses that schools must develop reflective cultures so that “each teacher’s thinking can be
confirmed, modified or stimulated to new levels of understanding within open, supportive
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communities of learning” (p. 86). Valli (1997) believes there is great potential in the process of
reflection as a collective undertaking because it can transform schools, human relations and
educational policy.
Written Reflection
Using writing as a tool for reflection and learning is a well-studied practice and is the
basis for the Writing Across the Curriculum model, which is implemented in many colleges
across the nation. There are various methods and strategies that are recommended for nurturing
and furthering written reflection such as providing regularly scheduled reflective activities with
clear structure and guidelines (Correia & Bleicher, 2008; Hatcher et al., 2004), and using a range
of learning modalities (Beltman, 2015; Bullough & Stokes, 1994; Beauchamp & Thomas, 2011).
Hatcher et al. (2004) recommend three-part journals, which ask students to describe their
experience, provide an analysis connecting the experience to course content and apply
connections to values and attitudes. This three-part assignment is useful because it clarifies the
task for the student as it provides very clear expectations which can lead to richer reflection.
Francis (1995) found that incorporating reflective writing into classroom time and providing
positive feedback with questions to help guide reflective thought was well-received by students
and effective in furthering their development.
The use of written reflection, often referred to as “reflective journaling”, in higher
education is grounded in adult learning theory, which stresses the importance of supporting the
development of self-concept (identity), using experience as a resource for learning and engaging
learners in developmental tasks geared toward their social roles (Knowles, 1983; Mezirow,
1998). Written reflection is an extension of experiential learning theory, which emphasizes the
central role that experience plays in the learning process (Dewey, 1933, 1938; Kolb, 1984).
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Kolb (1984) considers reflection a necessary part of engaging the learner, thus suggesting that
written reflection may support meaningful learning. Rogers (1982) recommends the use of
journals as tools for learning, personal growth and professional development because they
support “self-discovered and self-appropriated learning” (p. 223), which he posits is the only
learning which significantly influences behavior. Lastly, written reflection is supported by
lifelong learning theory, which provides a broader perspective on learning that involves looking
for new possibilities and views learning as a way to deal with unknown situations rather than the
appropriate application of objective facts (Knowles, 1983; Boud, 2001).
This intersectionality of theories, all leading toward the use of written reflection, makes it
a particularly robust activity for community college students, who often require support with
writing. Integrating reflective writing as a tool for the development of their career skills
underscores its importance or value and provides opportunities for students to practice and
develop key skills.
One of the most supported recommendations for fostering the development of teacher
identity is the examination of existing assumptions and beliefs and the exploration of emerging
identities through reflection. In an analysis of the literature on reflection in education,
Beauchamp & Thomas (2006) notes widespread recognition that reflection can be a way to alter
self and society, and can lead to personal transformation. There is also support for the power of
reflection to help preservice teachers develop a deeper sense of themselves as practitioners and to
explore their emerging professional identities (Convery,1998; Freese, 1999). In turn, the
developing teacher identities of preservice teachers not only affect their commitment to teacher
education, but also impact how they interact with information from their coursework and orient
themselves towards future teaching (Stenberg, 2014).
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Engaging preservice teachers in written reflection is a way of inviting them into and
preparing them to become members of the culture and discourse of teaching. Gee (2012)
supports this view of the use of language as a sociocultural practice and social resource of a
group and defines discourse as “ways of behaving, interacting, valuing, thinking, believing and
often reading and writing, that are accepted as instantiations of particular identities by specific
groups” (p. 3). As writing is a fundamental skill in learning and teaching, providing preservice
teachers with support in developing this type of discourse can help them re-conceptualize how
they see themselves as teachers and writers (Duff, 2010). As an extension, it becomes clear that
written reflection has particular benefits when it is connected to experiential learning because it
can result in transformative learning (Boud, 2001; Boud, Keogh & Walker, 2013).
How can we teach reflection to preservice teachers?
A key component of teacher education is experiential learning in the form of fieldwork or
practicum, a time when preservice teachers work in classroom settings, directly with students
and alongside cooperating teachers. Fieldwork provides an opportunity for preservice teachers
to make meaningful connections between theory and practice, or as Dewey (1933) would put it,
to connect the world of experience and the world of ideas. Reflection journals are commonly
assigned during fieldwork and are considered effective tools for supporting and enriching preprofessional development (Correia & Bleicher, 2008).
In a study of the reflections of preservice teachers enrolled in a 10-week internship,
Clarke (2004) coded reflections based on the categories of learning that Dietz (1998; as cited in
Clarke, 2004) described as the Professional Learning Cycle: Exploration, organization,
connection and reflection. She found that preservice teachers began by exploring and organizing
and that this foundation helped them move toward connection and reflection. Clarke (2004)
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referred to reflective journals as “pivotal to the student teachers’ learning” because the reflective
process made learning more explicit. The student teachers began to develop the habit of thinking
about their teaching. They worked to confront issues, look for solutions and solve problems, and
in this process, their knowledge and professional learning were enhanced” (p. 12).
Kember, McKay, Sinclair & Wong (2008) developed a taxonomy of reflective thinking in
which they place “critical reflection” at the highest level. They consider this a metacognitive
level of reflection, or, the level at which students reflect on their reflections. They adopted the
term from Dewey (1933), who uses it to define this more thoughtful and profound type of
reflection. Though all reflection is valid in the sense that it builds habits of mind and serves as a
meaning-making process, the complexity of learning how to think like a teacher demands that
preservice teachers be able to access higher levels of thought.
Nickel (2013) worked with students in a first year education course to assess the impact
of formative assessment upon their ability to write deep journal reflections about their field
experience observations and make connections to theory. She used Bain’s (Bain et al, 1999)
descriptors of deep and surface learning (deep, shallow) to code the journal entries, postscripts,
and syntheses. Deep postscripts and syntheses typically included attention to course concepts,
research using links supplied, reconsidering assumptions, and developing a personal philosophy.
Nickel found that questions and prompts helped some students to write more deeply and that an
end of semester synthesis was an especially powerful tool for generating deep reflection.
Correia and Bleicher (2008) used a framework of making connections (text to self, text to
text and text to world), often used in reading comprehension, to scaffold the use of reflection by
university students engaged in service learning in an elementary school setting. They found that
making connections between the service-learning experience (SLE) and prior experiences in
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similar settings, personal life experiences, and knowledge gained in the world, helped students
make better sense of their SLE. In their research, they used two tools for guiding students to
write reflections, prompts and reflection markers. Prompts are used to spark student writing and
markers indicate reflection that goes beyond description. They provide a practical and intentional
approach for teachers to follow in implementing explicit instruction in reflection.
● Discuss the making connections model with students.
● Develop a set of writing prompts that address the service-learning course objectives and
include reflection markers.
● Use reflection markers from students’ writing to help them understand the three types of
connections.
● Discuss exemplary reflections written by students in the course.
With the strong basis for the value of reflection in support of professional identity
development, as well as the impact of teacher identity on well-being, development and
performance, it follows that the study of the impact of guided written reflection on the
development of teacher identity during fieldwork, is a worthwhile endeavour. It is important to
explore any changes in reflective thinking, as well as the nature of those changes in relation to
professional identity development. To enhance that exploration, it makes sense to measure
levels of commitment to teaching in order to examine reciprocal influences, as researchers have
linked this construct to professional identity development.
The findings and recommendations of the above-mentioned research for guiding the
development of reflective skills in preservice teachers are particularly salient and applicable to
the needs of community college students. To review, according to the literature, explicit and
scaffolded instruction in supporting the reflective process has the potential for many benefits:
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● Make learning more explicit
● Help students access higher levels of thought
● Help students write more deeply
● Foster inquiry and meaning-making
● Enhance knowledge and professional learning
● Support and enriches pre-professional development
Additionally, the recommendations and guidelines provided by Correia and Bleicher (2008) for
the implementation of explicit instruction are very clear, accessible, and applicable to a range of
disciplines.
Pilot Study
Hernandez (2017) implemented a small-sample exploration of threading guided written
reflection through preservice teachers’ first fieldwork course, and its impact on early
professional identity, teaching efficacy and commitment to teaching. The study utilized two
intact groups of field-based classes with a total of 29 community college students. Participants
in the treatment group were provided with embedded instruction in written reflection (Jones &
Jones, 2013) specifically focusing on the qualities and levels of reflective writing (Correia &
Bleicher, 2008) within a supportive fieldwork seminar. Participants in the control group shared
and discussed their fieldwork logs. Both groups wrote final reflection papers.
Written reflections were analyzed using Nickel’s (2013) Levels of Deep and Surface
Learning in order to assess changes in level of reflection throughout the semester. Additionally,
pre/post results were collected using three measures: Reflection Questionnaire (Kember &
Leung, 2000), Teachers’ Sense of Self-efficacy (Tschannen-Moran, Woolfolk Hoy & Hoy, 1998),
and Commitment to Teaching Scale (Van Huizen, 2000).
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A repeated measures ANOVA was conducted to compare levels of reflection, selfefficacy and commitment to teaching using pre/post scores as the within-subjects variable and
section (Section 1 - treatment, Section 2 - control) as the between-subjects variable. Change in
level of reflection, based on survey scores, was not statistically significant for either group
(treatment/control), but a trend of increased levels of reflection was noted for both groups. Selfefficacy increased significantly from pre to post within both the treatment and control groups
(F(1,27) = 9.979, p < .01), but there were no significant differences between groups. Change in
commitment to teaching was statistically significant for pre/post scores within groups (F(1,27) =
9.702, p < .01) and between groups (F(1,27) = 23.195, p < .01) with commitment increasing for
the treatment group and decreasing for the control group.
Student work samples were analyzed and a chi-square statistic was calculated to examine
the differences in level of reflection between the treatment and control groups. Analysis
revealed a higher proportion of participants with deep reflection in the treatment group, as
opposed to the control group. The differences in proportion were statistically significant (X2 (1,
N = 29) = 11.47, p <.01).
The results suggest that guided written reflection within a field-based practicum may
impact the levels of reflection and commitment of preservice teachers, which may then impact
the development of professional identity. Further research is needed to clarify the impact of
guided written reflection on professional identity development.
Current Study
The current study builds and expands upon Hernandez’ (2017) pilot study. It increased
the sample size, more clearly defined and connected the characteristics and needs of community
college preservice teachers with the process of reflection and professional identity development,
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added demographic surveys for participants and instructors and included a standardized measure
of professional identity.
Methodology for the current study will be discussed in detail in Chapter 3. The research
questions and hypotheses for this study follow.
Research Questions and Hypotheses
In order to explore the impact of reflection on professional identity development, the
current study addressed five questions. The first four questions investigate the impact of guided
reflection, first on reflection, next on commitment to teaching, then on professional identity and
lastly on the degree of change in reflection. The fifth question investigates the relationships
between any changes in reflection, commitment to teaching, and professional identity.
I. Impact of Guided Reflection
A.

Research Questions
1. Does the level of reflection, as measured by the Reflection Questionnaire
(Kember & Leung, 2000) change during the semester and is this change more
significant in the intervention group?
2. Does the level of commitment to teaching, as measured by the Commitment to
Teaching Scale (Van Huizen, 2000) change during the semester and is this
change more significant in the intervention group?
3. Does the level of professional identity, as measured by the Professional
Identity Status Questionnaire (Mancini, 2015) change during the semester and
is this change more significant in the intervention group?
4. Are reflection levels, as measured with Nickel’s (2013) Levels of Deep and
Surface Learning, deeper in the intervention group compared to the control
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group?
B.

Hypotheses
1. Level of reflection will increase significantly from pre to posttest scores for
the intervention group and not the control group.
2.

Level of commitment will increase significantly from pre to posttest scores
for the intervention group and not the control group.

3. Level of professional identity will increase significantly from pre to posttest
scores for the intervention group and not the control group.
4. Posttest levels of reflection will be significantly deeper for the intervention
group and not the control group.
II. Relationships between reflection, commitment to teaching and professional identity
A. Research Question
1. Are there associations between changes in level of reflection, level of
commitment to teaching and/or level of professional identity?
B. Hypothesis
1. Levels of reflection, commitment to teaching and professional identity are
significantly positively related so that an increase in reflection will lead to an
increase in commitment to teaching and in professional identity.
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Chapter 3: Methodology
This chapter describes the methodology which was employed to explore the
aforementioned research questions on the effects of a guided written reflection intervention. The
chapter describes the recruitment criteria and procedure and participating sample, in addition to
the instrumentation and procedures for implementation of the study. Lastly, the chapter specifies
the study design and describes the statistical analyses utilized for evaluating the research
questions.
Participant Selection
Upon receiving departmental and Institutional Review Board approval, participants were
recruited from the Kingsborough Community College, which is part of the City University of
New York (CUNY). Located in Brooklyn, Kingsborough ranks among the leading community
colleges in the U.S. (Aspen Institute College Excellence Program, 2010, 2013) and provides
liberal arts and career education programs to a widely diverse population of approximately
14,000 students.
First, course instructors were invited by the Principal Investigator (PI) to participate in
the study. The six instructors who agreed to participate were randomly assigned to either the
treatment or control condition. All instructors completed a Demographic Survey, described in the
Measures section. The PI visited each instructor’s class to explain the study and invite students to
participate by completing pre and posttest measures (described below) and providing consent for
their work samples to be included in the data set.
The 84 student participants were education majors enrolled in the following courses:
EDC 3100 - Teaching Social Sciences in Childhood Education, EDC 4000 - Educational
Practices for Early Language & Literacy Development or EDC 9105 - Supervised Instructional
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Experience in Education I. These courses are the first supervised fieldwork experiences in
specific program concentrations: Education Studies (Early Childhood), Education Studies
(Childhood) and Early Childhood/Childcare, respectively.
For the Education Studies concentration, EDC 3100 (Childhood) and EDC 4000 (Early
Childhood) consist of two fieldwork hours and a two-hour seminar each week throughout a
twelve-week semester. They are third-semester courses, designed to provide an introduction to
fieldwork and preparation for EDC 90, Seminar and Practicum in Teacher Development, the
culminating fieldwork course during their fourth and final semester.
For the Early Childhood/Childcare concentration, EDC 9105 consists of five fieldwork
hours and a one-hour seminar each week for a twelve-week semester. It is a third-semester
course, designed to provide an introduction to fieldwork and preparation for EDC 9307,
Supervised Instructional Experience in Education II, the culminating fieldwork course during
their fourth and final semester.
One section from each of the three above-mentioned courses served as the treatment
group with 45 students and the other as the control group with 39 students, for a total of 84
participants. All participants had already completed EDC 200 - Social Foundations of
Education and were eligible for ENG 12 - Freshman English. The classes were randomly
assigned to either the control or treatment condition. The participants in each class completed a
Demographic Survey, Reflection Questionnaire, Commitment to Teaching Scale and
Professional Identity Status Questionnaire, all described in the Measures section.
The study was considered an evaluation of a pedagogical approach, guided written
reflection within a first field-based course, as such, the IRB classified the intervention as exempt.
All students in the treatment groups participated in the intervention, as it was an integral

39

component of the work for the class. However, students chose whether or not to have their work
included in the study dataset. All students received identical consent forms at the beginning of
the semester.
The consent form contained information about the research study, risks and benefits
involved in the research and important contact information. It provided students with the
opportunity to decline or consent to the inclusion of their documents in the data set. Students
were informed that their participation was not linked to course grades and all work is deidentified. Students indicated their agreement to the inclusion of their data in the study with their
signature (see Appendix A for Consent Form).
The study began with 110 student participants, 60 in the treatment group and 50 in the
control group. Twenty-six participants’ data, from treatment and control classes, were removed
from the final data set due to attrition, missing, or incomplete data. The final data set consisted
of 84 participants, 45 in the treatment group and 39 in the control group.
Descriptive Statistics - Instructors
Demographic information was obtained using a researcher-designed demographic survey
(see Appendix B). Gender, race/ethnicity, highest degree obtained, rank, and employment status
are reported in Table 1. Half of the instructors were female, and half were male. Similarly, half
of the instructors identified as Latinx and half identified as White - European. One of the
treatment instructors worked full-time as an Assistant Professor and held a PhD, while the other
two were ranked as part-time adjunct instructors with MS degrees. Two of the control group
instructors held doctorates (PhDs and EdD, and only one worked part-time. The number of years
teaching at KCC ranged from two to 20 years with a mean of 8.83 years (SD = 7.31). For the
teachers in the treatment condition, the mean number of years teaching at KCC was 5.00 (SD =
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3.61); for the teachers in the control condition the mean was 12.67 (SD = 8.74).
Table 1
Descriptive Instructor Demographic Information
Total Group
(n = 6)

Control
(n = 3)

Treatment
(n = 3)

Female

3

1

2

Male

3

2

1

White European

3

2

1

Latinx

3

1

2

MS

2

0

2

EdD/PhD

4

3

1

Adjunct
Instructor

2

0

2

Adjunct
Assistant
Professor

1

1

0

Assistant
Professor

2

1

1

Associate
Professor

1

1

0

Full-time

3

2

1

Part-time

3

1

2

Characteristic

Sub-Group

Gender

Race/Ethnicity

Degree

Rank

Employment

Descriptive Statistics - Students
Demographic information was obtained using a researcher-designed demographic survey
(see Appendix C). Gender, race/ethnicity, remedial coursework, home language, and parental
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status are reported. The majority of students were female (94%), bilingual or multilingual (61%),
and were required to enroll in remedial courses (58%). Additionally, approximately one third of
the students were parents (32%). Although the majority of the students were between 18 -24
years old (63%), ages ranged from 18 - 49. The mean age for the students in both groups was 26
with a treatment group (SD = 7.78) and control group (SD = 6.84).
Table 2
Descriptive Student Demographic Information
Characteristic
Gender

Race/Ethnicity

Coursework

Language

Status

Total Group
(n = 84) %

Sub-Group

Control
(n = 39) %

Treatment
(n = 45) %

Female

78

92.8%

36

92.3%

42

93.3%

Male

6

7.1%

3

7.6%

3

6.6%

White - European

17

20.2%

8

20.5%

9

20%

African-American

18

21.4%

7

17.9%

11

24.4%

Latinx

32

38.1 %

16

41 %

16

35.5%

Asian

5

6.0 %

2

5.1 %

3

6.6 %

Russian/Ukrainian

3

3.6%

2

5.1 %

1

2.2%

Middle Eastern

9

10.7 %

4

10.2%

5

11.1 %

No Remedial

37

44%

20

51.2%

17

37.7 %

Remedial

47

56%

19

48.7%

28

62.2%

English only

33

39.3%

15

38.4%

18

40%

Bi/Multilingual

51

60.7%

24

61.5 %

27

60%

Not Parent

57

67.9%

28

71.7%

29

64.4%
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Parent

27

32.1%

11

28.2%

16

35.5%

Measures
The study implemented three measures to assess pre and post-treatment effects on
commitment to teaching, reflection and professional identity (see Table 3).
Table 3
Measures Used to Address Research Questions
Research Question

Measure

Source

Does the level of reflection change
during the semester and is this change
more significant in the intervention
group?

Reflection Questionnaire

Kember & Leung, 2000

Does the level of commitment change
during the semester and is this change
more significant in the intervention
group?

Commitment to Teaching
Scale

Van Huizen, 2000

Does the level of professional identity
change during the semester and is this
change more significant in the
intervention group?

Professional Identity
Status Questionnaire

Mancini, 2015

Reflection Questionnaire
The Reflection Questionnaire (Kember & Leung, 2000) is a 16-item measure that
assesses the level of engagement with reflective thinking; participants indicate their level of
agreement with statements about their actions and thinking using a Likert scale, ranging from
(A) Definitely Agree to (E) Definitely Disagree (see Appendix D). The questionnaire consists of
four scales measured by four items: habitual action, understanding, reflection and critical
reflection. A sample item from the critical reflection scale is, “As a result of this course, I have
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changed my normal way of doing things” (Item 12).
Kember & Leung (2000) created the Reflection Questionnaire to provide instructors of
professional preparation courses with a simple, quantitative instrument that can be used to
measure the extent to which students engage in reflection. According to the researchers, it is
designed for use in academic programs and is suitable for students engaged in a professional
practice component. The measure was used with 303 students from eight classes in four
disciplines (occupational therapy, physiotherapy, radiography, nursing) of health science at
undergraduate and postgraduate levels.
The reliability of the scales was established by acceptable Cronbach alpha values.
Confirmatory factor analysis showed a good fit to the four-factor structure. Comparison of mean
scores among the eight classes showed significant differences on each of the four scales between
undergraduate and postgraduate students. Since its development, the scale has been used in other
research with health science college students (Leung & Kember, 2003), second year
undergraduates (Phan, 2007), first-year arts undergraduates and second-year math
undergraduates (Phan, 2008), and second and third-year undergraduates (Phan, 2009). In the
current sample the reliability was adequate at Time 1 (.630) and strong at Time 2 (.823).
Commitment to Teaching Scale
The Commitment to Teaching Scale (Van Huizen, 2000) measures the degree of
connection to different perceptions of the teaching profession and is designed to address the
affective rather than cognitive aspects of teaching, e.g., (Item 6) “As a teacher you fulfill a key
role in society.” Participants rate their agreement with a series of ten statements using a Likert
scale ranging from (A) Definitely Agree to (E) Definitely Disagree (see Appendix E). Scores
range from 10 to 50, with a score of 50 indicating the highest commitment to teaching.
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Lamote and Engels (2010) utilized this measure to explore the professional identity
perceptions of 157 student teachers in a 3-year teacher education program at the bachelor level.
They found that scores for commitment to teaching are moderately high at the start of teacher
education programs and significantly increase throughout the first year. They interpret this
increase as a possible indication of a closer psychological connection to the profession, as a
result of interactions with peers and educators as they enter the field of education and become
members of this professional group. However, commitment to teaching levels are lowest among
third-year students. Since their study was cross-sectional rather than longitudinal, the data
cannot provide a developmental view over the three-year program. Nevertheless, lower
commitment to teaching levels in third-year students may indicate the importance of a sustained
focus on building and supporting students’ emerging professional identities.
In the current sample, the reliability of the scale was strong, as determined by Cronbach’s
alpha levels at Time 1 (.747) and Time 2 (.906).
Professional Identity Status Questionnaire (PISQ-5d)
The Professional Identity Status Questionnaire is a 20 item scale (Mancini, 2015)
designed to measure the personal and social aspects of professional identity construction in
college students. It contains four questions for each of the five dimensions of professional
identity construction: Affirmation, In-depth exploration, Practices identification with
commitment, and Reconsideration of commitment. Participants respond using a five-point Likert
scale ranging from (1) not at all to (5) very much (see Appendix F ). Possible scores range from
5 to 100, with 100 indicating the strongest professional identity. A sample item from the
affirmation scale is, “Are you proud of becoming a teacher?” (Item 11).
Mancini et al. (2015) created the PISQ-5d as an extension of Marcia’s (1966) identity
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status model in order to capture the dynamic professional identity construction process that is
revised over time through three processes: commitment, in-depth exploration and
reconsideration of commitment. They used it to explore developing professional identity in 477
students enrolled in two different psychology programs, one at the undergraduate level, the other
at the graduate level in the same public university. They concluded that “practices had the
function to enact the cycle of identity formation” (p. 142). The researchers emphasized that
colleges must support students in developing practical knowledge and employment-related skills
and competencies.
The reliability of the scales was established by acceptable Cronbach alpha values.
Confirmatory factor analysis showed a good fit to the five-dimension structure. In the current
sample, reliability was acceptable at Time 1 (.575) and Time 2 (.788).
Demographic Survey - Instructors
A researcher-designed demographic survey was used to gather information about
instructor characteristics: gender, race/ethnicity, degree, rank, employment status, years at KCC.
The instructor demographics were compared between conditions. The influences of these
instructor characteristics on pre and post-test results of levels of reflection, commitment to
teaching and professional identity and change scores were also examined.
Demographic Survey - Students
A researcher-designed demographic survey was used to gather information about
participant characteristics: gender, age, race/ethnicity, remedial coursework, home language, and
parental status. The student demographics were compared between treatment and control groups.
The influences of these student characteristics on pre and post-test results of levels of reflection,
commitment to teaching and professional identity and change scores were also examined.
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Student Work Samples
Fieldwork reflections and final reflection papers were collected. Fieldwork reflections
provided students with opportunities to think about and document their fieldwork experiences.
Prompts on the assignment helped to focus the reflection for the student and push it deeper, e.g.,
How are your beliefs, thinking and/or behavior changing?; Examine your field experience and
think deeply about the “why” or “how” something happened or developed. These reflection
prompts invited a richer analysis by referencing changes in identity and pushing student
reflection toward the deeper levels of reflection - reasoning and reconstructing their experiences
(see Appendix G).
In addition, all students wrote an end-of-semester reflection paper as a synthesis and
analysis of their fieldwork logs or reflections, which was collected as a final exam. The
assignment consisted of six sections: My First Day, My Learning, My Challenges, My
Professional Growth, My Philosophy of Education, and Standards (see Appendix H). These
were designed to encourage the documentation of student processes during fieldwork, as well as
their entry into a profession. Students were prompted to draw connections among their field
experiences, the NAEYC Standards for Professional Preparation (NAEYC, 2010), and to their
developing philosophy of education. This may have served as an invitation for students to
measure, appreciate, and contextualize their development, and perhaps to recognize their
membership in the teaching profession.
Levels of Deep and Surface Learning. Student work samples (First Field Reflection
and Final Reflection Paper) were reviewed and coded using the Levels of Deep and Surface
Learning (Nickel, 2013). The model proposes five levels of reflection - reporting, responding,
relating, reasoning, reconstructing; levels are divided into two categories - shallow (levels 1-3)
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and deep (levels 4-5). Criteria were provided for categorizing student work into the different
levels (see Table 4) and exemplars for each level were provided to further elucidate the
differences between the levels (see Appendix I).
Table 4
Levels of Deep and Surface Learning (Nickel, 2013)

Shallow

Level 1
Reporting

Describes, reports or retells with minimal transformation and
with no added observations or insights.

Level 2
Responding

Makes an observation or judgment without detailing reasons
for judgment, asks rhetorical questions without attempting
answers. Reports a feeling (relief, anxiety, happiness, etc.).

Level 3
Relating

Gives a superficial reason for judgment, seeks a superficial
understanding of relationships or connects to prior experience.
Includes some self-assessment.

Level 4
Reasoning

Integrates observations into relationship with theoretical
concepts/experience involving a high level of
conceptualization/transformation, seeks a deep understanding
of why something has happened; explores or analyzes a
concept or event, asks questions, looks for answers, considers
alternatives.

Level 5
Reconstructing

High level of abstract thinking to apply or generalize
learning, draws an original conclusion; generalizes, extracts
principles, forms a personal theory, takes a position on an
issue, extracts personal significance, plans further learning.

Deep

Nickel (2013) worked with students in a first-year education course to assess the impact
of formative assessment upon their ability to write deep journal reflections about their field
experience observations and connect their experiences to theory. Nickel found that questions and
prompts helped some students to write more deeply and an end of semester synthesis was an
especially powerful tool for generating deep reflection.
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Study Design
The study was designed as a pedagogical intervention with two conditions, treatment and
control, in three different fieldwork-based courses - EDC 3100 - Teaching Social Sciences in
Childhood Education, EDC 4000 - Educational Practices for Early Language & Literacy
Development and EDC 9105 - Supervised Instructional Experience in Education I. It was
conducted during a 12-week Spring semester and repeated the following semester (see Table 4
for timeline of control and treatment procedures). One of two sections for each course was
randomly assigned as the treatment group and the second section as the control group. The study
sample consisted of six class sections (two per course) per semester, over two semesters, for a
total of 12 class sections. There were a total of six instructors and they participated for both
semesters. There were 110 student participants who began the study, over two semesters, but 84
(45 in the treatment group, 39 in the control group) were included in the final data set due to
attrition, missing, or incomplete data.
Procedure
In the first week of the semester, all participants completed four (pre-test) surveys:
Reflection Questionnaire (Appendix D), Commitment to Teaching Scale (Appendix E),
Professional Identity Status Questionnaire (Appendix F), and a researcher-designed student
demographic survey (Appendix C). In the second week of the semester, students received their
field placements and instructions for writing fieldwork logs (control) or fieldwork reflections
(experimental), which began the third week of the semester. During the fourth and seventh
weeks, students engaged in class discussions regarding their field experiences (control) or
received instruction that consisted of defining reflection, reviewing exemplars based on Nickel’s
(2013) Levels of Deep and Surface Learning, and working with peers to apply the framework in
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evaluating their own work (treatment group).
In the last week of the semester (Week 12), all participants completed three surveys
(post-test): Professional Identity Status Questionnaire, Commitment to Teaching Scale and
Reflection Questionnaire. A final paper, Fieldwork Reflection Paper, served as a synthesis of
their fieldwork logs or fieldwork reflections and was collected as a final exam (Week 13). Table
5 outlines the procedural timeline for the treatment and control groups.
Control Group
The control group (n = 39) wrote fieldwork reflections, participated in two sessions of
sharing and discussing their fieldwork experiences (Weeks 4 & 7) and wrote a final reflection
paper (Week 13).
Treatment Group
The treatment group (n = 45) wrote fieldwork reflections, and participated in two lessons
(Weeks 4 & 7) which focused on defining and understanding the different levels of reflection by
analyzing exemplars and evaluating their work using Nickel’s (2013) framework. They also
wrote a final reflection paper (Week 13).
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Table 5
Timeline for Treatment and Control Group Procedures
Week

Treatment Group

Control Group

Week 1

Pre-intervention Measures*
& Demographic Survey

Pre-intervention Measures*
& Demographic Survey

Week 3

Fieldwork Reflection 1

Fieldwork Reflection 1

Week 4

Reflection Instruction

Discussion – Sharing Field Experiences

Week 7

Reflection Instruction

Discussion – Sharing Field Experiences

Week 12

Post-intervention Measures*

Post-intervention Measures*

Week 13

Final Reflection Paper

Final Reflection Paper

Note. *Reflection Questionnaire, Professional Identity Status Questionnaire, Commitment to Teaching Scale

Instructor Training
Prior to the start of the semester, the instructors were contacted by the PI via email in
order to explain the purpose of the study and intervention and requesting their participation in
this study. The instructors who agreed to participate attended a training workshop, run by the PI.
During the workshop, the PI trained all instructors on the measures and data collection
procedures and introduced course assignments. Only the instructors of the experimental groups
received explanations and guidelines for the two lessons on reflection in addition to two
resources - Nickel’s (2013) Levels of Deep and Surface Learning and a researcher-designed
extension of the levels with sample reflections for each level.
The PI was available during the semester to review procedures and answer any questions
about the interventions. During weeks 3 and 6, the PI emailed all the instructors of the
intervention classes to provide a review of the lessons on reflection and an additional opportunity
for instructors to ask questions. Fidelity checks were conducted by the PI during Weeks 4 and 7
to ensure that the instructors were following procedures. The fidelity checks involved attending
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class for the experimental groups in order to document the implementation of the lessons on
reflection. These interventions were instructional techniques considered exempt by the IRB.
Data Coding
Student Work Samples. Field Reflections and Final Reflection Papers were reviewed
and scored by two individual raters using the Levels of Deep and Surface Learning (Nickel,
2013). Raters were provided with assignment instructions and trained on using the Levels of
Deep and Surface Learning (Nickel, 2013) to rate student work. The drafts were de-identified
and randomly scored by both reviewers. Cohen’s kappa was used to determine inter-rater
reliability. There was good agreement between the two raters’ scoring (k = .656, 95% CI, (.432,
.885), p < .001).
Coding Process. Nickel’s (2013) Levels of Deep and Surface Learning, used to
distinguish between surface and deep reflection, were used to code student work. Reflections
that fit the criteria for Levels 1-3, were labeled “shallow” for participants reporting, responding
or relating. Those that fit the criteria for Levels 4-5, were labeled “deep” for participants who
used reasoning or reconstructing of their experiences.
All papers were de-identified and randomly scored by two raters who were introduced to
the assignment and trained on how to use the Levels of Deep and Surface Learning, Nickel
(2013). To establish inter-rater reliability, the PI scored 40 papers, approximately 25% of the
total number of papers, randomly selected from each course section, to compare with the scores
calculated by the raters. Disagreements were discussed until consensus was reached and
decisions were made for moving forward. Cohen’s kappa was used to determine inter-rater
reliability and a minimum kappa level of .8 was reached before beginning the coding process.
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Statistical Analyses
The analyses were organized into preliminary and primary analyses. Preliminary
analyses included descriptive statistics focused on the demographics of the students in the
classes. Treatment and control group characteristics were compared to ensure that there were no
significant differences between the groups in terms of gender, age, race/ethnicity, remedial
coursework, home language, weekly work hours and parental status. The relationship between
student and instructor demographic variables on the pre/post scores of levels of reflection,
commitment to teaching, and professional identity was also examined.
Primary analyses tested the hypotheses that addressed the research questions. To address
research questions 1-3, primary analyses included repeated measures ANOVAs to compare
levels of reflection, commitment to teaching and professional identity, at the beginning and end
of the semester for the treatment and control groups. Since research question 4 explored how
changes in these domains related to one another, change scores in reflection, commitment to
teaching and professional identity were calculated, and preliminary analyses were conducted.
Relationships between those change scores and direct and indirect relationships between the
constructs (reflection, commitment to teaching and professional identity) were tested.
Primary analyses were focused on the research questions, as detailed below:
Research Question 1
Does level of reflection change during the semester and is this change more significant in
the intervention group?
Research Question 2
Does level of commitment change during the semester and is this change more significant
in the intervention group?
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Research Question 3
Does professional identity change during the semester and is this change more significant
in the intervention group?
Research questions 1-3 were explored using repeated measures ANOVAs with one
between subjects variable (reflection intervention, control) and three within subjects variables
(reflection, commitment to teaching, professional identity) measured at two time points
(pre/post).
Research Question 4
Are there associations between changes in level of reflection, level of commitment to
teaching and/or level of professional identity?
Research question 4 was tested using correlations between pre and post-test scores as
well as change scores to examine associations among the reflection, commitment to teaching,
and professional identity change scores. Post hoc analyses were conducted to test direct and
indirect relationships using PROCESS (Hayes, 2016).
Student Work Samples
Student writing - Field Reflections and Final Reflection Papers were reviewed and scored
by two individual raters using the Levels of Deep and Surface Learning (Nickel, 2013). Raters
were provided with assignment instructions and trained on using the Levels of Deep and Surface
Learning (Nickel, 2013) to rate student work. The drafts were de-identified and randomly scored
by both reviewers. Cohen’s kappa was used to determine inter-rater reliability. There was good
agreement between the two raters’ scoring (k = .656, 95% CI, (.432, .885), p < .001).
Coding Process. Two independent raters were trained in the use of the Levels of Deep
and Surface Learning (Nickel, 2013), used to distinguish between surface and deep reflection, to
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code student work. Reflections that fit the criteria for Levels 1-3, were labeled shallow. These
participants “reported,” “responded,” or “related” – according to Nickel’s (2013) five levels.
Reflections that fit the criteria for Levels 4-5, were labeled deep. These participants “used
reasoning” or “reconstructed their experiences” – according to Nickel’s (2013) framework.
Research Question 5
Are reflection levels deeper in the intervention group compared to the control group?
Research question 5 was tested by categorizing the coded student work samples into
levels (1-5) and categorizing those as shallow (levels 1-3) or deep (levels 4-5). Analyses of
coded samples consisted of comparing the rates of shallow and deep post-test reflection levels by
group and calculating the proportion of people at each level (1-5), by group, using chi-square.
Additionally, level difference scores were calculated by subtracting the pretest reflection level
scores from the post-test reflection level scores and mean differences in level by group were
compared using t-test analyses.
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Chapter 4: Results
This chapter describes the results of the analyses used to test the aforementioned research
hypotheses regarding the guided reflection intervention. The chapter begins with preliminary
analyses of the demographic data as well as an examination of baseline group differences. Each
hypothesis is subsequently addressed and analyzed based on the statistical procedures described
in chapter 3.
Preliminary Analyses
Instructors
Preliminary analyses were conducted to examine the demographic characteristics gender, race/ethnicity, degree, rank, full/part-time status, and years at KCC reported by the
instructors in the control and treatment conditions. A t-test was used to compare the means of
number of years at KCC and the differences between the groups were not statistically significant
t(4) = -1.41, p = .23.
Further analyses tested the relationship between instructor demographics and the levels of
primary variables: reflection, commitment to teaching, and professional identity, as well as to
the change scores of these variables. A series of t-test comparisons of demographic effects on
the pre/post-test levels of the primary variables were calculated and revealed that gender, degree,
part/full-time status and years of teaching at KCC were all significantly related to the primary
variables as well as to the change scores of students on reflection, commitment to teaching, and
professional identity. Table 6 includes the descriptive statistics for all three constructs, by
instructor.
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Table 6
Group Means and Standard Deviations of Pre/posttest Scores by Instructor
Time 1

Time 2

Measure

Condition

Instructor

Mean

SD

Mean

SD

Reflection

Treatment

1
3
4

59.75
63.07
61.33

6.89
5.51
6.69

71.75
73.93
69.47

5.56
5.62
8.15

Control

2
5

64.85
63.77

6.28
6.65

66.00
62.00

8.39
6.95

6

63.08

8.30

64.23

5.53

Treatment

1
3
4

43.81
45.50
43.53

5.10
4.07
3.98

46.81
48.29
47.20

4.86
1.82
3.03

Control

2
5
6

46.08
46.08
45.54

3.43
4.11
2.54

42.92
43.23
38.62

5.48
5.63
10.89

Treatment

1

71.88

6.99

86.31

4.57

3
4

69.02
67.73

7.20
6.90

81.79
81.47

5.31
10.56

2
5
6

67.69
70.08
68.62

6.38
9.90
5.56

72.77
71.38
68.15

5.92
11.54
8.57

Commitment

Professional
Identity

Control

Note. N = 84, Treatment Group n = 45, Control Group n = 39, Group 1 n = 16, Group 2 n = 13, Group 3 n = 14, Group 4 n = 15, Group 5 n = 13,
Group 6 n = 13

Gender. Female instructors had significantly higher levels of reflection t(82) = -3.281, p
= .002, commitment to teaching t(82) = -2.058, p = .043, and professional identity t(82) = -3.135,
p = .002 than male instructors in both the treatment and control groups. Additionally, analysis of
change scores revealed significant effects for gender in reflection and professional identity.
Female instructors had significantly higher change in students’ scores on reflection t(82) = 2.909, p = .005, and professional identity t(82) = -2.531, p = .013, than male instructors.
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Instructor Degree. Instructors with master’s degrees had significantly higher pretest
levels of reflection t(82) = -2.108, p = .038, and commitment to teaching t(82) = -2.392, p = .019
than instructors with doctorates. Pretest levels of professional identity were not significantly
different for instructors with master’s degrees than those with PhDs and EdDs. Instructors with
master’s degrees had significantly higher post-test levels of all primary variables: Reflection
t(82) = 2.307, p = .024, commitment to teaching t(82) = 2.529, p = .013, and professional
identity t(82) = 5.026, p < .01 than instructors with doctorates. Analysis of change scores
revealed significant effects for instructor degree in all three primary variables. Instructors with
master’s degrees had significantly higher change in reflection t(82) = 3.698, p < .01,
commitment to teaching t(82) = 3.441, p = .001, and professional identity t(82) = 4.183, p < .01,
compared to instructors with doctorates.
Employment Status. Part-time instructors had significantly greater values than full-time
instructors in post-test levels of professional identity t(82) = 3.126, p = .002, and in change
scores for commitment to teaching t(82) = 2.145, p < 05, and professional identity t(82) = 2.990,
p < .01.
Years at KCC. Instructors with fewer years of teaching at KCC had significantly higher
values of reflection rs(83) = -.25, p = .025, commitment to teaching rs(83) = -.23, p = .036, and
professional identity rs(83) = -.35, p = .001, as well as higher change scores for reflection rs(83)
= -.244, p = .025, commitment to teaching rs(83) = -.285, p = .009, and professional identity
rs(83) = -.347, p = .001 than instructors with more years of teaching at KCC.
Students
Preliminary analyses were also conducted to examine the demographic characteristics:
gender, race/ethnicity, age, remedial coursework, full/part-time status, home language, and
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parental status reported by the student participants in the control and treatment conditions. The
mean age for the students in both groups was 26 (treatment group SD = 7.781, control group SD
= 6.836). A comparison of student ages revealed no statistical differences between the treatment
and control groups t(82) = .11, p = .01. A chi-square was calculated to compare the demographic
characteristics and revealed no statistical differences between students in the treatment and
control groups (see Table 7).
Table 7
Results of Comparison of Student Demographics by Condition
Characteristic

Chi-square

p

Gender

0.033

.591

Race/Ethnicity

1.170

.948

Remedial Coursework

1.546

.153

Language

0.021

.532

Parental Status

0.518

.315

Note. N = 84, Treatment Group n = 45, Control Group n = 39, df = 1 for all characteristics - except df = 5 for Race/Ethnicity

Further analyses tested the relationship between student demographics and the primary
variables: reflection, commitment to teaching and professional identity. A series of t-test
comparisons of demographic effects on the pre/post-test levels of the primary variables were
calculated and revealed no significant demographic effects on reflection, commitment to
teaching, and professional identity levels.
Primary Analyses
Hypothesis 1
Level of reflection will increase significantly from time 1 to time 2 for the intervention
group and not the control group.
Reflection Questionnaire. The results of the survey were analyzed using a repeated
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measures analysis of variance (ANOVA) with pre and post-test reflection scores as the withinsubjects variable and condition (treatment/control) as the between-subjects variable. The
interaction effect tested the hypothesis that the change in reflection from pre to post-test would
be greater for the treatment versus control condition. Table 8 includes the descriptive statistics
for level of reflection by condition at times 1 and 2. According to analysis, hypothesis 1 was
supported F(1,82) = 37.02, p <.01 and there was a significant increase in reflection from pre to
post-test scores for the treatment group (see Table 9). Further analyses tested the relationship
between student demographics and the primary variables: reflection, commitment to teaching
and professional identity. A series of t-test comparisons of demographic effects on the
pre/posttest levels of the primary variables were calculated and revealed no significant
demographic effects on reflection, commitment to teaching and professional identity levels.
Table 8
Group Means and Standard Deviations of Pre/post Scores
Time 1

Time 2

Measure

Condition

Mean

SD

Mean

SD

Reflection

Treatment

61.31

6.424

71.67

6.654

Control

63.90

6.980

64.08

7.061

Treatment

44.24

4.422

47.40

3.512

Control

45.90

3.339

41.59

7.843

Treatment

69.62

7.088

83.29

7.491

Control

68.79

7.385

70.77

8.954

Commitment

Professional
Identity

Note. N = 84, Treatment Group n = 45, Control Group n = 39
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Table 9
Results of Repeated Measures Analysis of Variance of Pre/post Reflection Scores
Between Groups
Effects

SS

df

MS

F

p

Reflection
Time

1159.419

1

1159.419

39.679

.000**

Reflection
Condition

261.518

1

261.518

4.193

.044*

1081.752

1

1081.752

37.021

.000**

Reflection
Time * Cond

Note. N = 84, Treatment Group n = 45, Control Group n = 39

Hypothesis 2
Level of commitment will increase significantly from time 1 to time 2 for the intervention
group and not the control group.
Commitment to Teaching Scale. The results of the survey were analyzed using a
repeated measures analysis of variance (ANOVA) with pre and post-test commitment scores as
the within-subjects variable and condition (treatment/control) as the between-subjects variable.
The interaction effect tested the hypothesis that the change in commitment from pre to post-test
would be greater for the treatment versus control condition. Table 8 includes the descriptive
statistics for level of commitment by condition at times 1 and 2. According to analysis,
hypothesis 2 was supported F(1,82) = 24.02, p <.01 and there was a significant interaction effect
between the gain in the treatment group and the loss in the control group (see Table 10).
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Table 10
Results of Repeated Measures Analysis of Variance of Pre/post Commitment to Teaching Scores
Between Groups
Effects

SS

df

MS

F

p

Commitment
Time

13.867

1

13.867

.573

.451

Commitment
Condition

180.544

1

180.544

6.797

.011*

Commitment
Time * Cond

581.867

1

581.867

24.023

.000**

Note. N = 84, Treatment Group n = 45, Control Group n = 39

Hypothesis 3
Level of professional identity will increase significantly from time 1 to time 2 for the
intervention group and not the control group.
Professional Identity Status Questionnaire. The results of this survey were analyzed
using a repeated measures analysis of variance (ANOVA) with pre and post-test professional
identity scores as the within-subjects variable and condition (treatment/control) as the betweensubjects variable. The interaction effect tested the hypothesis that the change in professional
identity from pre to post-test would be greater for the treatment versus control condition. Table
8 includes the descriptive statistics for level of professional identity by condition at times 1 and
2. According to the analysis, hypothesis 3 was supported F(1,82) = 34.79, p <.01; there was a
significant increase in professional identity from pre to post-test scores for the treatment group
(see Table 11).
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Table 11
Results of Repeated Measures Analysis of Variance of Pre/post Professional Identity Scores
Between Groups
Effects

SS

df

MS

F

p

2555.632

1

2555.632

62.249

.000**

Professional Identity
Condition

1860.954

1

1860.954

23.723

.000**

Professional Identity
Time * Cond

1428.132

1

1428.132

34.786

.000**

Professional Identity
Time

Note. N = 84, Treatment Group n = 45, Control Group n = 39

Hypothesis 4
The levels of reflection, commitment to teaching, and professional identity are
significantly positively related so that an increase in reflection will lead to an increase in
commitment to teaching and in professional identity.
An analysis was conducted to explore possible relationships between levels of reflection
(as measured by the Reflection Questionnaire), commitment to teaching (as measured by the
Commitment to Teaching Scale) and professional identity (as measured by the Professional
Identity Status Questionnaire). First, Pearson correlations were conducted on pre and post-test
scores (see Table 12) and revealed significant relationships between pre and post-test levels of
reflection, pre and post-test levels of professional identity, pretest levels of reflection and pretest
levels of commitment, post-test levels of reflection and post-test levels professional identity, and
post-test levels of commitment and post-test levels of professional identity.
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Table 12
Correlations Between Levels of Reflection, Commitment to Teaching and Professional Identity
Reflection
Pre

Reflection
Post

Commitment
Pre

Commitment
Post

Professional
Identity
Pre

Professional
Identity
Post

Reflection
Pre

1

.216*

.428**

-.022

-.113

.056

Reflection
Post

.216*

1

.187

.190

.094

.493**

Commitment
Pre

.428**

.187

1

-.048

.078

.005

Commitment
Post

-.022

.190

-.048

1

.032

.353**

Professional
Identity
Pre

-.113

.094

.078

.032

1

.285**

Professional
Identity
Post

.056

.493**

.005

.353**

.285**

1

Note. N = 84, Treatment Group n = 45, Control Group n = 39, *p < .05, **p < .01

Additionally, change scores for reflection, commitment to teaching and professional
identity were calculated and correlations between those scores were conducted. Correlation
results revealed significant relationships between change in reflection and change in commitment
to teaching (r = .23, p = .036) and change in reflection and change in professional identity (r =
.25, p = .020). There was also a significant relationship between change in professional identity
and change in reflection related to change in commitment to teaching (r = .29, p = .008).
According to these analyses, hypothesis 4 was supported and levels of reflection, commitment to
teaching and professional identity are significantly positively related.
Supplemental Analysis. In order to examine how commitment to teaching could be an
exploratory mechanism of the relationship between reflection and professional identity, further
analysis was conducted utilizing PROCESS by Hayes (2016). This resampling method created
many simulated samples from the data set to test the significance of the effects. This model
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examined direct effects of reflection change on commitment to teaching and professional
identity, as well as the indirect effect of reflection change on professional identity change
through the change in commitment to teaching. The model was significant and explains 12% of
the variance in professional identity, F(2,81) = 5.52, p = .005, meaning that commitment to
teaching serves as a moderating variable between reflection and professional identity.
The model below (Figure 1) illustrates the direct effects between reflection, commitment
to teaching and professional identity, as well as the significant indirect effect of reflection on
professional identity through commitment to teaching. There was a significant direct effect of
change in level of reflection on change in level of commitment to teaching. There was a direct
effect of change in level of reflection on change in level of professional identity, but it was not
statistically significant. However, the change in level of commitment to teaching, caused by the
change in level of reflection, had a significant indirect effect on the level of professional identity.
In other words, it is the effect of the change in level of reflection on change in level of
commitment to teaching that leverages the change in level of professional identity.
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Figure 1
Commitment to Teaching as a Moderator of the Relationship of Reflection and Professional
Identity

Commitment
to Teaching
b = 0.20*

b = .33*

b = .07, 95% CI (.0092, .1560)

Reflection
b = 0.23

Professional
Identity

Note. Moderating effect of commitment to teaching on the relation between reflection and professional identity. N = 84. R2 = 0.12. CI =
confidence interval; b = unstandardized coefficient. * p < .05

Hypothesis 5
Level of reflection will be significantly deeper at time 2 for the intervention group and
not the control group.
Student Work Samples. A second measure of student reflection levels entailed the
analysis and coding of student writing, implementing the Levels of Deep and Surface Learning
developed by Nickels (2013). Primary analysis revealed that 100% of participants began the
semester at a shallow level of reflection and that 72% remained at the shallow level while 27%
ended the semester at a deep level of reflection (see Table 13 for number of participants at each
level for time 1 and time 2).
The proportion of shallow and deep reflections by condition were compared using chi
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square analysis. There was a significant difference in the proportion of those with shallow and
deep reflection by condition such that a greater proportion of the deep reflections were written by
those in the treatment condition (91.3%) compared to the control condition (8.7%) and a greater
proportion of the shallow reflections were written by those in control (60.7%) versus treatment
(39.3%) condition. According to this analysis, hypothesis 5 was supported. Reflection levels
were deeper for the intervention group versus the control group, X2(1, n = 84) = 18.13, p < .01.
The change in reflection level from pretest to post-test was calculated and ranged from 0
to 4 with an average change of 1.40 (SD = 1.11). A t-test was used to compare the level change
of treatment and control groups. A significant difference in level change was found such that
participants in the treatment condition evidenced a greater change in level (M = 2.11, SD = .83)
compared to the control condition (M = .59, SD = .79), t(82) = 8.58, p <.01.
Table 13
Number of Participants at each Level of Reflection for Times 1 and 2 by Group*
Shallow

Deep

Level 1

Level 2

Level 3

Pre

Post

Pre

Post

Pre

Treatment
Group

33

0

11

6

1

Control
Group

23

11

16

19

Total

56

11

28

25

Level 4
Post

Level 5

Pre

Post

Pre

Post

18

0

18

0

3

0

7

0

2

0

0

1

25

0

20

0

3

Note. *Based on Levels of Deep and Surface Learning, Nickel (2013). N = 84, Treatment Group n = 45, Control Group n = 39

Chi-square analyses were used to compare the proportions of each level by condition. A
greater proportion of levels 3, 4, and 5 of reflection were written by participants in the treatment
versus control condition (level 5: 100% vs 0%, level 4: 90% vs 10%, level 3: 72% vs. 28%)
while greater proportions of lower levels 1 and 2 were written by participants in the control
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versus treatment conditions (level 2: 24% treatment vs 76% control, level 1: 0% treatment vs
100% control), X(4, n = 84) = 38.17, p <.01.
Post Hoc Analyses
In light of the significant relationships between the instructors’ demographics (i.e.,
gender, degree, employment status and years at KCC) and reflection, commitment to teaching
and professional identity, hypotheses 1 - 3 were tested including the instructor demographics that
were significantly related to these primary variables.
A series of repeated measures ANOVAs testing changes in the three primary variables
were conducted and included instructor gender, degree or employment status as a betweensubjects variable. The results were similar across the variables. However, there was a significant
interaction effect between condition and whether instructor was full or part-time on reflection
such that reflection for the part-time instructors was similar across conditions (treatment: M =
65.58, SD = 0.99, control: M = 65.42, SD = 1.53), and much higher for full-time instructors in
the treatment group than the control group (treatment: M = 68.50, SD = 1.47, control: M = 63.27,
SD = 1.08), F(1,80) = 3.86, p = .05.
For hypothesis 4, instructor gender, degree, and employment status were partialed out
when correlating change in reflection, commitment to teaching and professional identity. These
change scores were no longer significantly related when controlling for the influence of these
instructor demographics.
Summary of Findings
To summarize the findings, there were significant differences in the levels of reflection,
commitment to teaching and professional identity, between the treatment and control groups and
all five hypotheses were supported. Table 14 presents an overview of the research questions,
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hypotheses, and findings.
Table 14
Research Questions, Hypotheses and Findings
Research Question

Hypothesis

Hypothesis
Finding

1. Does the level of reflection, as
measured by the Reflection
Questionnaire (Kember & Leung,
2000) change during the semester and
is this change more significant in the
intervention group?

1. Level of reflection will increase
significantly from pre to posttest scores
for the intervention group and not the
control group.

Supported

2. Does the level of commitment to
teaching, as measured by the
Commitment to Teaching Scale (Van
Huizen, 2000) change during the
semester and is this change more
significant in the intervention group?

2. Level of commitment will increase
significantly from pre to posttest scores
for the intervention group and not the
control group.

Supported

3. Does the level of professional
identity, as measured by the
Professional Identity Status
Questionnaire (Mancini, 2015) change
during the semester and is this change
more significant in the intervention
group?

3. Level of professional identity will
increase significantly from pre to posttest
scores for the intervention group and not
the control group.

Supported

4. Are there associations between
changes in level of reflection, level of
commitment to teaching and/or level
of professional identity?

4. Levels of reflection, commitment to
teaching and professional identity are
significantly positively related so that an
increase in reflection will lead to an
increase in commitment to teaching and
in professional identity.

Supported

5. Are reflection levels deeper in the
intervention group compared to the
control group?

5. Posttest levels of reflection will be
significantly deeper for the intervention
group and not the control group.

Supported
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Chapter 5: Discussion
This chapter presents a summary and discussion of the findings in relation to the
research questions that guided the present study. Limitations of the study, as well as
educational implications and venues for future research are discussed.
Key Findings
The current study examined the effects of an educational intervention designed to
strengthen the development of professional identity in preservice teachers. Specifically, the
study examined the impact of providing instruction to promote reflection within the context of
a first fieldwork course in a community college teacher education program.
The study used a constructivist framework, with learning situated as a reflective,
interactive and transformative practice, to implement a guided written reflection intervention.
The students in the intervention group received instruction on levels of reflection using
Nickel’s (2013) Levels of Deep and Surface Learning as a structure and resource for crafting
written reflections based on their fieldwork experiences. Results were compared to a control
group that received typical instruction where students completed the same assignments as the
intervention group, without explicit instruction on reflection. The primary goal of the project
was to investigate the influence of a reflection intervention on the development of professional
identity in preservice teachers.
At the beginning and the end of the semester, all participants completed a Demographic
Survey and three Likert scale surveys (described in detail in Chapter 3): 1) Reflection
Questionnaire (Kember & Leung, 2000); 2) Commitment to Teaching Scale (Van Huizen,
2000), and; 3) Professional Identity Status Questionnaire (Mancini, et al., 2015). In addition,
participants completed fieldwork reflections to document and analyze their experiences and a
Final Reflection Paper, as a synthesis and richer analysis of their fieldwork reflections.
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Situating the study within the students’ first field course provided an authentic and
meaningful context to engage in deeper reflection and purpose, as students sought to
understand and learn from their field experiences. Furthermore, this type of embedded
instruction in reflection (Francis, 1995; Jones & Jones, 2013; Valli, 1997) was impactful
because it afforded students the opportunity to benefit from explicit modeling, ongoing
practice, and feedback as they engaged, both individually and within a community, in the
construction of meaning from experience (Dewey, 1933).
The focus on written reflection, an important tool of their chosen profession, created a
more significant intervention that served to facilitate the entry of preservice teachers into a new
community of discourse as they practiced the behaviors and language of teachers (Gee, 1999).
The written work, feedback from instructors and ongoing dialogue provided opportunities for
the type of inquiry and problem-posing that humanizes and empowers students (Freire, 2005).
Reflection
Students in the intervention group participated in two lessons on written reflection
consisting of the introduction of a framework, Levels of Deep and Surface Learning (Nickel,
2013), and guided practice in the implementation of that framework as a tool for the evaluation
of their field reflections. Students in the control group completed field reflections without
explicit instruction. It was hypothesized that level of reflection would increase significantly
over time in the intervention group and not the control group. According to the analysis of the
Reflection Questionnaire (Kember & Leung, 2000) findings, there was a statistically
significant increase in reflection level over time for the intervention group, but not for the
control group.
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It was further hypothesized that level of reflection would be significantly deeper for the
intervention group and not the control group. Findings from the analysis of student work
samples revealed that all participants began the semester at a shallow level of reflection (levels
1-3) and 27% ended at a deep level of reflection (levels 4-5). Furthermore, there were
statistically significant differences in the proportion of shallow and deep reflections in each
condition. A greater proportion of the deep reflections were written by the intervention group,
91%. Conversely, a greater proportion of the shallow reflections were written by the control
group, 61%. Lastly, there was a significant difference between the groups in terms of the
change in reflection level over time; the treatment group increase averaged 2.11 levels and the
control group increase averaged .59 levels.
This suggests that the guided written reflection intervention positively influenced the
development of reflective thinking in preservice teachers during their first semester of
fieldwork and substantiates the theory that reflection is not innate and can be strengthened
through instruction and experience (Correia & Bleicher, 2008; Francis, 1995; Jones & Jones,
2013). These promising results align with the literature on written reflection that supports
explicit, embedded instruction in order to foster deep reflection (Correia & Bleicher, 2008).
This underscores the need for guiding student reflection through the implementation of a
detailed framework, with opportunities for feedback, and practice in collaboration with peers.
These findings make a significant contribution to the literature because they demonstrate that a
reflection intervention, even within only two lessons, can lead to significant growth in
reflective thinking and student development.
It was further hypothesized that levels of reflection, commitment to teaching, and
professional identity would be significantly positively related so that an increase in reflection
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would lead to an increase in commitment to teaching and in professional identity. Findings
revealed positive direct relationships between the constructs and significant relationships
between change in reflection and change in commitment to teaching as well as change in
professional identity.
This aligns well with Dewey’s view of reflection as a mechanism for activating the
constructivist process. As preservice teachers reflect on their experiences, they begin to
analyze and seek to understand their roles in response to the needs and dynamics of the
classroom. They are able to “transform an experience of obscurity, doubt, conflict,
disturbance...into a situation that is clear, coherent, settled, harmonious” (Dewey, 1933, p.
100).
In this way, they construct meaning from their experiences and roles in the classroom.
This process may be what leads to increased commitment to teaching and may be particularly
impactful during field experience when preservice teachers seek to understand and grow as
new members of the education profession. Rather than feeling overwhelmed and ineffective
during fieldwork, it is possible that the increased engagement brought about by the reflective
process may bring greater commitment and, in turn, may support professional identity
formation. Rather than feeling resignation, preservice teachers may feel validated and more
committed through the reflective process (Freire, 2005).
Commitment to Teaching
Commitment to teaching is defined as the "degree of psychological attachment to the
teaching profession" (Coladarci, 1992) and it has been linked to self-efficacy and teacher
retention (Hong, 2010). The literature also supports a connection between commitment to
teaching and professional identity (Abednia, 2012; Day et al 2006; Lamote & Engels, 2010.).
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Therefore, exploration and examination of this construct has the potential to yield valuable
insight into the development of professional identity. It was hypothesized that the level of
commitment, as measured by the Commitment to Teaching Scale (Van Huizen, 2000), would
increase over time for the intervention group, but not for the control group.
Findings revealed a statistically significant increase in commitment over time for the
treatment group and a decrease in commitment for the control group. The treatment group
commitment mean increased by 3.16, whereas the control group commitment mean decreased
by 4.31. These findings are compelling because they highlight the importance of the reflective
process as an impactful mechanism for supporting commitment to teaching. It is possible that,
for the students in the intervention group, the reflective process, with its ability to “give an
individual an increased power of control” (Dewey, 1933, p. 21), reinforced commitment to
teaching. Without reflection, the control group may have remained in “obscurity, doubt,
conflict and disturbance” because they were unable to “generate learning from experience”
(Dewey, 1933, p. 100). Rather than feeling empowered and eager to teach because of their
fieldwork experiences, students in the control group ended the semester feeling less committed
to their chosen profession.
As hypothesized and supported by the findings of the current study (see Reflection
section above), commitment to teaching, reflection and professional identity are closely and
significantly related. Further analysis revealed a distinct connection among the three
constructs. The increase in reflection, on its own, had a direct effect on professional identity.
However, it was the indirect effects of reflection on professional identity through change in
commitment to teaching that were statistically significant. This interaction or combination of
direct and indirect effects accounted for 12% of the variance in students’ professional identity.
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According to the findings, strengthening commitment to teaching was pivotal to the
development of professional identity because commitment served as a moderator between
reflection and professional identity; it leveraged the effects of reflection such that it was the
increase in commitment that led to significant increase in professional identity.
It is intriguing that an intervention with a focus on helping preservice teachers develop
their reflective skills had a significant impact on commitment to their profession. The decrease
in commitment to teaching for students in the control group is particularly noteworthy. For
community college preservice teachers, these results are particularly relevant because career
aspirations and future goals have been linked to college adjustment and commitment (Dennis,
Phinney & Chuateco, 2005), motivation (Kress, Thering, Lalonde, Kim, & Cleeton, 2012),
persistence (Karp, 2011) and improved student outcomes in terms of persistence and degree
attainment (Karp, 2011; Thering 2012). Students’ pedagogical experiences in our careerrelated programs have the potential to shift their perceptions and commitment to their future
professions. This, in turn, may affect their educational trajectory, in terms of persistence and
academic achievement.
Professional Identity
This study was premised on the implementation of a reflection intervention designed to
facilitate the development of reflective thinking, with the ultimate goal of fostering
professional identity formation in preservice teachers. It was hypothesized that the level of
professional identity would increase significantly over time for the intervention group.
According to the analysis of results of the Professional Identity Status Questionnaire (Mancini
et al., 2015), there was a statistically significant increase in professional identity levels over
time for the intervention group, and not for the control group. It was further hypothesized that
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changes in professional identity levels would be positively related to changes in reflection and
commitment to teaching levels. Findings revealed a positive correlation between reflective
practice, commitment to teaching, and professional identity development.
It is possible that the reflective process provided preservice teachers with the skills and
perspective to withstand the challenges of student teaching, which could have led to increased
levels of professional identity. Tensions and transformations of professional identity are to be
expected in the student teaching process because “student teachers have to make sense of
varying and sometimes competing perspectives, expectations, and roles that they have to
confront and adapt to" (Beijaard, Meijer, & Verloop, 2004, p. 15).
For community college preservice teachers who are members of underrepresented or
marginalized groups, professional identity development may be exacerbated by the tensions
arising from factors related to racial/ethnic, cultural, and socio-economic status because “the
taking up of an identity means suppressing aspects of the self. So, at first glance, becoming a
teacher may mean becoming someone you are not" (Britzman,1991, p. 4). Essentially,
professional development may be viewed as incompatible with membership in other groups.
However, Freire’s (2005) critical pedagogy posits that reflective inquiry may serve as an
invitation to transformational learning because it is led by the students and honors their
experiences and contributions. In other words, they get to define and select the type of teacher
that they become.
Given the complexity of professional identity development, developing habits of mind
through reflective thinking, in conjunction with increased levels of commitment to teaching
would be instrumental in fostering professional identity formation for preservice teachers.
Dewey’s principles of continuity and interaction posit that what we learn from a given
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experience is influenced by our current and prior experiences (1963). Therefore, teacher
educators may inspire and support student development, but they are not in control of what
students learn.
By promoting, valuing, and mentoring preservice teachers in the use of reflection,
teacher educators may be equipping students with crucial tools, skills, and habits of mind.
Reflection may increase the likelihood that students learn “how to utilize the surroundings,
physical and social, that exist so as to extract from them all that they have to contribute” to
learning (Dewey, 1963, p. 40). For preservice teachers, engaging in reflection to learn from
fieldwork experience may be a form of enacting their profession. As Watson (2006) stated,
“professional action is doing professional identity” (p. 510) given that reflecting about
fieldwork experiences may play a transformational role in professional identity work.
Instructor Effects
An examination of the educational experience of preservice teachers must consider the
role of teacher educators in general, and specific possible effects of variability of teacher
demographics and effectiveness. The current study included a researcher-designed instructor
demographic survey as a tool for group comparison. Although results revealed that the
treatment and control groups were similar across all demographic variables, post hoc analysis
uncovered significant relationships between instructor demographics (i.e., gender, degree,
employment status and years at KCC) and the three primary variables - reflection, commitment
to teaching, and professional identity.
Hypotheses 1-3 predicted increases in levels of the primary variables for the students in
the treatment group and not for the control group. Findings revealed that reflection for the
part-time instructors was similar across conditions, but much higher for full-time instructors in

77

the treatment group than the control group. Possible explanations for these results could
include a range of issues related to equity, due to the differences between the experiences of
full and part-time faculty. For the scope of this study, it may be sufficient to acknowledge that
there may be advantages to learning from full-time instructors, due to possible variability in
training, opportunities for professional development, and additional advantages afforded to
full-fledged members of an academic community.
Hypothesis 4 predicted that levels of reflection, commitment to teaching, and
professional identity would be significantly positively related so that an increase in reflection
would lead to an increase in commitment to teaching and in professional identity. The literature
supports the relationships among reflection, commitment to teaching, and professional identity
(Day et al, 2006; Hong, 2010). However, in this study when instructor demographics were
partialed out, the changes in level of the three variables were no longer significantly related.
It is possible that what appear to be effects of instructor demographics on the
relationships between the change in the primary variables, may have been effects of individual
differences such as variability in level of training, effectiveness of teaching, level of fidelity to
study procedures and commitment to the study and/or the general classroom culture that is
created by individual instructors. This is worthy of further study, as exploring the impact of
teaching style and other variability among instructors may yield valuable insight regarding the
teacher/student dynamic.
Limitations and Future Directions
The current study contributes to the literature by elucidating the role of reflection in the
development of professional identity, particularly at the community college level. Although all
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hypotheses were supported and the current study yielded significant and promising results,
several limitations warrant discussion.
Framing
The framing of the current study focused on the impact of the intervention and did not
anticipate the potential individual or personal instructor effects on the impact of the
intervention. Future studies would benefit from acknowledging the possibility of instructor
effects.
This would begin with the formulation of the research questions, affect the scope of the
instructor demographic survey and would impact the intervention design. To begin, adding
this research question - Does the instructor have an effect on the impact of the intervention? along with a plan for the measurement and analysis of the possible effects, would position the
study to address and examine instructor effects. Furthermore, the demographic survey should
include questions to capture some variability in instructor style such as level of training,
classroom routines, and perhaps even pedagogical beliefs.
Additionally, instructor effects could be addressed in the study design. For example,
during a two-semester study, each instructor would have an opportunity to participate in one
condition, per semester. In other words, instructors would be assigned to the control group one
semester and the treatment group the following semester. This would allow for the
examination and analysis of student experience with each instructor, in each condition.
Sampling
The instructor sample was very small. With only six instructors, it may have been
difficult to distinguish between instructor effect and intervention effect. Therefore, it is
possible that personal variables may have had greater effects on study results than the
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intervention. Future studies should include a larger sample of instructors to determine more
accurate and valid intervention effects. Additionally, due to the small size of each seminar
group (10 maximum number of students) and expected attrition, data was collected over two
semesters to ensure a viable participant sample. This method was not ideal as the data set was
comprised of participants from two different semesters. A more effective method would be to
include one control group and multiple treatment groups within one semester. Another model,
that may yield more consistent information, is following a cohort of students for two semesters,
perhaps modifying the approach by introducing reflection in their first field course and
measuring the effects in their second field course.
Lastly, though all instructors volunteered to participate in the study, it is possible that a
difference exists between full and part-time faculty and their willingness to participate due to
inherent power dynamics between junior and senior faculty in academic cultures. Lowerranked, part-time faculty may feel obligated to participate in the study, whereas higher-ranked,
full-time faculty may choose to participate due to related research interests and/or interest in
implementing new pedagogy. One possible solution to this problem is to increase sample size
while ensuring equal representation of full and part-time faculty members. Another solution is
to limit the study to either full or part-time faculty participation to eliminate this variability and
its possible effects.
Instrumentation
The surveys selected for this study were not designed with community college students
in mind and the wording made some of the statements difficult to understand. A number of
students in all sections needed help with comprehension and in responding to a Likert scale,
which made the process of gathering data take longer than expected. Selecting tools designed

80

specifically for community college students, adapting existing measures, providing
clarification, or including further explanations may yield more valid results from such
assessments.
Also, the self-report nature of the questionnaires is an issue, as respondents may answer
what they think is expected, rather than answering honestly. Perhaps assessing the instructor’s
and cooperating teachers’ views of the students’ levels of commitment and professional
identity would serve as an additional point of reference for more accurate reporting.
Finally, results should be considered in light of the current sample and related to the
demographic information presented. Overgeneralizations should be avoided as the participants
in this research study participated in one guided written feedback intervention within their
declared major. Therefore, the findings cannot necessarily be generalized to other community
college classrooms that may have dissimilar characteristics.
Educational Implications and Future Research
This study contributes to the literature on teacher education and reflective practice by
elucidating key domains in teacher development - reflection, commitment to teaching, and
professional identity. Further study of these domains may lead to the creation of a more
transparent process in which preservice teachers are invited and initiated into the profession as
they are guided toward developing professional habits of mind that enhance their development.
On a more concrete level, the study may demonstrate and serve as a guide for the
implementation of an accessible and adaptable pedagogical intervention for deepening
reflection in teacher education, as well as across a range of disciplines. Another possible
avenue worthy of exploration is the decrease in commitment for the students who did not
receive the reflection intervention. It is important to learn about what takes place in the absence
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of reflective practices that negatively impacts commitment to teaching for preservice teachers
in fieldwork.
Lastly, since the current study helps to establish the power of reflective practice in
teacher education, future research might focus on what Britzman (1991) referred to as “selfsuppression” in the creation of a professional identity. This concept may be particularly
relevant for community college preservice teachers from underrepresented or marginalized
communities as they navigate the creation of a new identity. Future research might explore the
use of reflective strategies in developing an awareness of which parts of their identities they
may be aiming to suppress to fit a pre-imagined role or professional identity. In other words,
the teacher identities that community college preservice teachers form can be fundamentally
different from the identities of their own teachers and of what they imagine that they must be.
Additionally, future avenues of research might be directed toward exploring the value of
reflective thinking skills as critical pedagogy (Freire, 2005), and as social capital (McCallen &
Johnson, 2019).
Conclusions
The purpose of the current dissertation was to examine the impact of providing
instruction on reflection to preservice teachers within the context of a first fieldwork course in
a community college teacher education program. The goals were to support the development of
reflection and ultimately, to foster the formation of professional identity at a possible inflection
point - the first field experience. Though there are bodies of literature on reflection and on
professional identity in teachers, researchers continue working to identify, re/define, and apply
these constructs to teacher education and development. In addition, few studies focus on the
needs of community college students in teacher education.
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The current study sought to contribute to the literature by offering a model for the
implementation of an accessible and adaptable pedagogical intervention for deepening
reflection in community college preservice teachers. Situating the study within the students’
first field course provided an authentic and meaningful context in which to engage in deeper
reflection. In doing so, it provided students with a reason to deepen their reflection as they
sought to understand and learn from their field experiences.
Furthermore, this type of embedded instruction in reflection (Francis, 1995; Jones &
Jones, 2013; Valli, 1997) was impactful because it afforded students the opportunity to benefit
from explicit modeling, ongoing practice, and feedback as they engaged, both individually and
within a community, in the construction of meaning from experience (Dewey, 1933). The
focus on written reflection, an important tool of their chosen profession, created a more
significant intervention that facilitated the entry of preservice teachers into a new community
of discourse as they practiced the behaviors and language of teachers (Gee, 1999).
Furthermore, written reflection served as the enactment of their professional identity as the
practice helped preservice teachers “act as though they are who they say they are” (Holland, et.
al., 1998, p. 3).
While more comprehensive and longitudinal research needs to be conducted to refine the
guided written reflection intervention, as well as to adapt or modify the measures to explore
professional identity development within fieldwork experiences, this study provides future
researchers with possibilities for exploring ways in which to support preservice teachers. As
the roles and responsibilities of teachers have extended and broadened because of current
societal challenges (e.g., social justice movements, health concerns, distance learning, etc.) the
professional profiles of teachers have been redefined. Now, more than ever, we must recognize
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that teachers’ lives and identities are multifaceted and that efforts to support professional
identity development are not only worthy of attention, but necessary to ensure our students’
academic success.
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Appendix A

CITY UNIVERSITY OF NEW YORK
Kingsborough Community College
Department of Behavioral and Human Sciences
CONSENT TO PARTICIPATE IN A RESEARCH PROJECT
Project Title: Examining the Effects of Reflection on Professional Identity Development in
Preservice Teachers
Principal Investigator:

Delia Hernandez, Lecturer
Kingsborough Community College
2001 Oriental Blvd., V115D
Brooklyn, NY 11235
718.368.5156

Faculty Advisor:

Helen Johnson, PhD

Site where study is to be conducted: Kingsborough, V Building
Introduction/Purpose:
This semester I am conducting a research study to learn more about how to support the
development of student writing and professional identity. Students in field courses in the
Education Program are being invited to participate. Participation in the study will consist of
giving your consent for your writing to be copied and kept for future analysis.
This study will enable me to understand how to develop more effective teaching methods that
will benefit students this semester and in future semesters. More specifically, your work will be
used to develop an approach for supporting student writing and the development of professional
identity.
Procedures:
Approximately 100 individuals are expected to participate in this study. Each subject will
complete required assignments. No outside of class time commitment required.
Students will complete a measure of professional identity twice during the semester, and a
demographic survey at the beginning or end of the semester – all during class time.
Participant assignments - fieldwork reflections and final reflection papers - will be collected and
copied.
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Task

Time Commitment

Professional Identity measures – Beginning & End of Semester

7 minutes each - Total 21 min

Demographic survey – Beginning or End of Semester

5 minutes

Possible Discomforts and Risks: Your participation in this study presents no discomfort or risk
because consent forms will be stored by the Principal Investigator and your work will be analyzed
after semester grades have been completed.
Benefits: There may be direct benefits for some participants in the form of improved writing skills
and/or strengthened professional identity.
Alternatives: None
Voluntary Participation:
Participation in this study is voluntary. Even if you sign the consent form today, you can change
your mind at any point during the semester by notifying me. Participation in the study will have
no bearing on your grade for this class. All data analysis will begin after the semester grades
have been entered.
You may decide not to participate without prejudice, penalty, or loss of benefits to which you are
otherwise entitled. If you decide to leave the study, please contact the principal investigator, Delia
Hernandez, to inform me of your decision.
Financial Considerations: None
Confidentiality: The data obtained from you will be collected via classroom papers,
professional identity measures and demographic surveys. The collected data will be accessible to
Delia Hernandez and CUNY Compliance Administrator (646) 644-8918 and/or hrpp@cuny.edu.
The researcher will protect your confidentiality by coding the documents with participant
numbers, instead of names, and securely storing the data. The collected data will be stored in a
locked file cabinet with consent forms separate from the data. All data analysis will take place
after semester grades have been entered.
Contact Questions/Persons: If you have any questions about the research now or in the future,
you should contact the Principal Investigator, Delia Hernandez, 718.368.5156,
delia.hernandez@kbcc.cuny.edu. If you have any questions concerning your rights as a
participant in this study, you may contact CUNY Compliance Administrator (646) 644-8918
and/or hrpp@cuny.edu.
Statement of Consent:
“I have read the above description of this research and I understand it. I have been informed of
the risks and benefits involved, and all my questions have been answered to my satisfaction.
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Furthermore, I have been assured that any future questions that I may have will also be answered
by the principal investigator of the research study. I voluntarily agree to participate in this study.
By signing this form, I have not waived any of my legal rights to which I would otherwise be
entitled. I will be given a copy of this statement.”
On the checklist below, please indicate if you would permit the researchers to store and/or share
your
fieldwork assignments and collected data for future research.
______ I agree to allow my fieldwork assignments and collected data to be stored for future
research by the researchers of this study.
______ I agree to allow my fieldwork assignments and collected data to be shared with other
researchers for future research.
______ I do not agree to allow fieldwork assignments and collected data to be stored or shared for
future research.

______________________________________________________________________________
Student Name
Signature
Date

______________________________________________________________________________
Investigator Name
Signature
Date
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Appendix B
Demographic Survey - Instructors
Please answer each question below.
Gender
What is your gender?
Race
What is your race?
Ethnicity
What is your ethnicity?
Education/Experience
What is your highest degree?

How many semesters or years have you taught at
Kingsborough?

Discipline?

Full-time
Part-time

What is your rank?
Reflection
What are the ways in which you typically incorporate reflection into your courses?

What have you found most successful in strengthening student reflection?
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What are some of the challenges involved in strengthening student reflection?

Thank you for taking the time to complete this survey and for participating in this study!

Name: _______________________________________________________
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Appendix C
Demographic Survey - Students
Please answer each question below.
For yes/no questions, circle your answer and provide details where appropriate.
Education
How many semesters have you been at
Kingsborough, including this one?

Full-time
Part-time

Have you or will you take remedial courses
(M1/M2 or ENG 91/93, etc.)?

Yes

No

Math
English

How many credits have you completed?
Gender
What is your gender?
Race
What is your race?
Ethnicity
What is your ethnicity?
Language
Is English your first or
primary language?

Yes
No

Which languages are you able to read and/or write?

Family
Are you a parent?

Yes
No

How old are your children?
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Appendix D
Reflection Questionnaire
Please fill in the appropriate letter to indicate your level of agreement with statements about your
actions and thinking in this course.
A—definitely agree
B—agree with reservation
C—only to be used if a definite answer is not possible
D—disagree with reservation
E—definitely disagree

_____ 1. When I am working on some activities, I can do them without thinking about what I am
doing.
_____ 2. This course requires us to understand concepts taught by the lecturer.
_____ 3. I sometimes question the way others do something and try to think of a better way.
_____ 4. As a result of this course, I have changed the way I look at myself.
_____ 5. In this course, we do things so many times that I started doing them without thinking
about it.
_____ 6. To pass this course you need to understand the content.
_____ 7. I like to think over what I have been doing and consider alternative ways of doing it.
_____ 8. This course has challenged some of my firmly held ideas.
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Please fill in the appropriate letter to indicate your level of agreement with statements about your
actions and thinking in this course.
A—definitely agree
B—agree with reservation
C—only to be used if a definite answer is not possible
D—disagree with reservation
E—definitely disagree
_____ 9. As long as I can remember handout material for examinations, I do not have to think
too much.
_____ 10. I need to understand the material taught by the teacher in order to perform practical
tasks.
_____ 11. I often reflect on my actions to see whether I could have improved on what I did.
_____ 12. As a result of this course I have changed my normal way of doing things.
_____ 13. If I follow what the lecturer says, I do not have to think too much on this course.
_____ 14. In this course you have to continually think about the material you are being taught.
_____ 15. I often re-appraise my experience so I can learn from it and improve for my next
performance.
_____ 16. During this course I discovered faults in what I had previously believed to be right.
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Appendix E
COMMITMENT TO TEACHING
Please fill in the appropriate letter to indicate your level of agreement with the following
statements about teaching.
A—definitely agree
B—agree with reservation
C—only to be used if a definite answer is not possible
D—disagree with reservation
E—definitely disagree
______ There is no finer job than teaching
______ Teaching is a job for life
______ As a teacher you can make good use of all your qualities
______ Teaching is what you make of it yourself
______ Teaching keeps you mentally in motion
______ As a teacher you fulfil a key role in society
______ In teaching you can express all your ideas
______ As a teacher you can mean something for others
______ Working as a teacher provides satisfaction
______ As a teacher you can keep developing yourself
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Appendix F

Professional Identity
Please respond to the questions using the numbers 1 - 5.
1

2
not at all

3

4

<----------------------->

5
very much

1. How important is it for you to become a teacher? _____________
2. To what extent is becoming a teacher a concern for you? _____________
3. If you could change your choice of becoming a teacher, would you do it? ____
4. Do you feel at this moment in time like a future teacher? _____________
5. Does thinking of yourself as a teacher help you to understand who you are?__
6. Do you ever read books and/or articles written by teachers? _____________
7. Are you looking forward to becoming a teacher? _____________
8. Do you ever think that choosing a different profession would make your life more
interesting? _____________
9. Do you ever seek information about the different job options that a degree in education
may offer? __________
10. Does thinking of yourself as a teacher make you feel secure in your life?
_____________
11. Are you proud of becoming a teacher? _____________
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Please respond to the questions using the numbers 1 - 5.
1
not at all

2

3

4

<----------------------->

5
very much

12. Do you ever think that it would be better to prepare yourself for another profession?
_____________
13. Do you ever seek information about the regulations of the field of education?
(standards, requirements for this profession, etc.) ______________
14. Does thinking of yourself as a teacher make you feel self-confident? _______
15. Do you ever think about the advantages and disadvantages associated with becoming
a teacher? _____
16. Are you considering the possibility of changing your major in order to be able to
practice another profession in the future? _____________
17. Do you pay attention to what other people think or say about teachers? ____
18. Does thinking of yourself as a teacher make you feel confident about the future?
_____________
19. Do you ever wonder whether the teaching profession is the most suitable for you?
_____________
20. Do you ever participate in meetings and/or conferences where teachers speak?
_____________

Name: ____________________________________________
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Appendix G

Guidelines for Fieldwork Reflection
We do not learn from experience…we learn from reflecting on experience.
John Dewey
Each week, you will write a two-page reflection of your experiences in the field to capture your
thinking, growth and development as a student teacher.
The reflection has two parts:
Part 1 – Experience – What happened?
You can use the prompts and questions below to help you capture your experiences in your
classroom and school. Don’t use all of the prompts below. Select the ones that make sense and
link to your experiences each week. Or use your own.
o I saw
o I heard
o I noticed
o Did the teacher do something that was really effective?
o Did the teacher do something that left you with questions?
Remember...briefly describe your experience during your fieldwork session. Please do not write
a blow by blow description of your day. Summarize!
Part 2 – Reflect on your Experience – Think about it!
Look back on your experience, analyze it and reflect. Write a reflection that captures your
feelings, thoughts and values in connection to what you experienced. Process your experience by
making connections and asking yourself questions about how things happened, why they
happened and about your own growth and beliefs.
Do your best to examine your internal process. Push yourself to go beyond surface level. Be
honest and go deep!
The prompts on the following page may be helpful in sparking your thought process. You DO
NOT need to use any of them. You may select the one/s that apply on a given week. Be specific
and provide details!
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Prompts and Questions:
○ What questions do you have? Why?
○ Is something puzzling or uncomfortable? Why?
○ Was something totally new to you? What did you think about it?
○ What did you discover about yourself, the students and/or the teacher?
○ Make connections to:
○ your schooling experiences
○ our readings
○ class discussions
○ your learning in any other course
○ Is there anything that you did that really worked well?
○ Is there anything that you did that you would do differently next time?
○ How are you growing or developing?
○ How are your beliefs, thinking and/or behavior changing?
○ How is your identity changing?
○ Examine your field experience and think deeply about the “why” or “how”
something happened or developed.

Format:
-

You will write two pages, typed, double-spaced, 12 pt. font, 1 inch margins.
Heading on the upper left corner of the first page:
Name
Course and Section
Instructor
Date
Field Reflection #

**Make sure that you re-read and spell check your work!**
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Appendix H

FIELDWORK REFLECTION PAPER
This assignment serves as a final documentation of your fieldwork experience. It is meant to
capture your learning process, feelings, thoughts, questions and your growth.
In preparation for this assignment, you were required to write fieldwork reflections and design a
final project to share with our class.
The paper will be divided into five sections:
My First Day
In order to appreciate your growth and change over time, it’s helpful to look back to the very
beginning. Write about your fieldwork experience on the first day. Include your feelings,
thoughts, beliefs and questions.
Questions to consider:
● How did it all begin for you?
● What were you like, back then?
● What were you thinking and feeling?
● What questions did you have?
● What surprised you?
● What do you remember most about that day?

My Learning
It’s so important to consider every experience a learning experience. Going into a new setting
and becoming part of a new community leads to learning, on many different levels (personal,
professional, cultural, etc).
Questions to consider:
● What did you learn – about children, teaching, schools?
● What are some things that you learned that you might try when you become a teacher?
● What did you learn about yourself, as a learner or future teacher?
● What are some things that you would do differently if you could rewind the clock and
begin your fieldwork experience again? Why?
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My Challenges
New experiences often come with hurdles or obstacles that we work to overcome, both personal
and professional.
Questions to consider:
● What was difficult about this experience? Why?
● What was most challenging for you? Why?
● How did you handle those challenges?
● What did you learn from those challenges?

My Professional Growth
Working in a classroom requires many different strengths and skills—organizational skills,
people skills, communication, planning, etc. Write about your successes.
Questions to consider:
● How did you grow and begin the transformation from student to teacher?
● Did you change any assumptions that you had when you began? Why?
● Do you have any new beliefs?
● What makes you feel proud about your work? Why?

My Philosophy of Education
From the first class in our program, you’ve been developing your philosophy of education by
learning about different theories, models, curriculum, teaching methods and classroom
management.
How has your philosophy changed or evolved as a result of your experience in this class?

Standards
Our course is designed to support your professional preparation by addressing some of the
NAEYC Standards for Professional Preparation. How did class discussions, videos, assignments
or field experiences support your growth with specific standards?
Please select the standards that apply most to your growth this semester and explain your answer
with specific detail.
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Appendix I

Kingsborough Community College
City University of New York
Levels of Deep and Surface Learning – Nickels – 2013
Level 1 – Reporting
● Describes, reports or retells with minimal transformation and with no added
observations or insights.
The students were so happy when I arrived. It was a very busy day because they were
preparing for a performance. I went with them to dance class and I got to participate by
being a partner with one of the kids. The dance teacher asked me to help her demonstrate
some positions. Then we went back to class for lunch.

Level 2 – Responding
● Makes an observation or judgment without detailing reasons for judgment, asks
rhetorical questions without attempting answers. Reports a feeling (relief, anxiety,
happiness, etc.).
I had a great experience in the field this week. The students were so happy when I arrived.
Some of them gave me hugs. It was a very busy day because they were preparing for a
performance. I went with them to dance class and I got to participate by being a partner with
one of the kids. The dance teacher asked me to help her demonstrate some positions and I
felt comfortable participating in the class. She is an easy-going teacher because she is
playful and this helps students relax.

Level 3 – Relating
● Gives a superficial reason for judgment, seeks a superficial understanding of
relationships or connects to prior experience. Includes some self-assessment.
I had a great experience in the field this week. The students were so happy when I arrived
and it made me feel part of the classroom. It was a very busy day because they were
preparing for a performance. I went with them to dance class and I got to participate by
being a partner with one of the kids and by helping the teacher demonstrate some positions.
This helped me feel comfortable participating in the class. I also enjoyed this experience
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because it gave me a view of the dance teacher’s style. She is an easy-going teacher because
she is playful and this helps students relax. Maybe it’s because she doesn’t have to worry
about teaching them hard subjects like reading and math. Classroom teachers have to be
strict so that students can get their work done.

Level 4 – Reasoning
● Integrates observations into relationship with theoretical concepts/experience
involving high level of conceptualization/transformation, seeks a deep understanding
of why something has happened; explores or analyzes a concept or event, asks
questions, looks for answers, considers alternatives.
I had a great experience in the field this week. The students were so happy when I arrived
and it made me feel part of the classroom. I played with some of them at recess and I think
this helped us get to know each other better. This made me think about the importance of
connection and relationships for students and even teachers. I’ve been feeling a little out of
place in a private school and I’m starting to see that the kids are just kids. They seem so
smart and I sometimes feel intimidated because I didn’t go to this type of school. They learn
about important topics and know what is happening in the world. It’s not fair that kids in
public school don’t get this type of education. Why is it so different? Is it really only about
how much money they pay? Is there a way to prepare all kids? Mary Cowhey teaches in
public school and she finds ways of including serious topics and helping her students become
activists. I have so many questions.
I’ve been thinking about finding ways to learn more so that I can find some answers and have
educated opinions. I am now starting to understand the importance of education, well the
type of education that helps you think. I see that this is why we have ongoing conversations
in class about our readings and why we have to write reflections. This is helping me grow
because it’s forcing me to think.
It was a very busy day because they were preparing for a performance of a Native American
dance. I went with them to dance class and I got to participate by being a partner with one of
the kids and by helping the teacher demonstrate some positions.
I realized that this was an example of culturally responsive teaching, as described by Mary
Cowhey in our textbook. Just as Cowhey works to help her students really understand
multiple perspectives, the dance teacher worked with BFS students to capture the experience
of Native Americans in their interactions with Europeans. Also, they are planning to dress in
colors that reflect what the Native Americans actually wore instead of wearing stereotypical
headdresses with feathers. They are being responsible and respectful in how they are
presenting a group of people.
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I also enjoyed and learned from this experience because it gave me a view of the dance
teacher’s style. She is an easy-going teacher because she is playful and this helps students
relax. I don’t think that it’s because she doesn’t have to worry about teaching them hard
subjects like reading and math. I think it’s because she sets up clear routines in the class that
the kids follow every time. It’s a very structured class with a warm-up, practice and
discussion at the end. This lets the teacher be relaxed and have fun with the students. This is
similar to the experience that Cowhey had when she was being observed and the seeds
started spreading through the whole room. She had to come up with a new plan for her
students and they were able to go with it because they easily followed familiar routines for
organizing themselves and going outside to work.

Level 5 – Reconstructing
● High level of abstract thinking to apply or generalize learning, draws an original
conclusion; generalizes, extracts principles, forms a personal theory, takes a position
on an issue, extracts personal significance, plans further learning.
I had a great experience in the field this week. The students were so happy when I arrived
and it made me feel part of the classroom. I played with some of them at recess and I think
this helped us get to know each other better. This made me think about the importance of
connection and relationships for students and even teachers. I’ve been feeling a little out of
place in a private school and I’m starting to see that the kids are just kids. They seem so
smart and I sometimes feel intimidated because I didn’t go to this type of school. They learn
about important topics and know what is happening in the world. It’s not fair that kids in
public school don’t get this type of education. Why is it so different? Is it really only about
how much money they pay? Is there a way to prepare all kids? Mary Cowhey teaches in
public school and she finds ways of including serious topics and helping her students become
activists. I have so many questions.
I’ve been thinking about finding ways to learn more so that I can find some answers and have
educated opinions. I am now starting to understand the importance of education, well the
type of education that helps you think. I see that this is why we have ongoing conversations
in class about our readings and why we have to write reflections. This is helping me grow
because it’s forcing me to think. I know I have to do some things on my own to continue my
development. The first step is that I’m going to read the whole textbook.
It was a very busy day because they were preparing for a performance of a Native American
dance. I went with them to dance class and I got to participate by being a partner with one of
the kids and by helping the teacher demonstrate some positions.
I realized that this was an example of culturally responsive teaching, as described by Mary
Cowhey in our textbook. Just as Cowhey works to help her students really understand
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multiple perspectives, the dance teacher worked with BFS students to capture the experience
of Native Americans in their interactions with Europeans. Also, they are planning to dress in
colors that reflect what the Native Americans actually wore instead of wearing stereotypical
headdresses with feathers. They are being responsible and respectful in how they are
presenting a group of people.
I also enjoyed and learned from this experience because it gave me a view of the dance
teacher’s style. She is an easy-going teacher because she is playful and this helps students
relax. I don’t think that it’s because she doesn’t have to worry about teaching them hard
subjects like reading and math. I think it’s because she sets up clear routines in the class that
the kids follow every time. It’s a very structured class with a warm-up, practice and
discussion at the end. This lets the teacher be relaxed and have fun with the students. This is
similar to the experience that Cowhey had when she was being observed and the seeds
started spreading through the whole room. She had to come up with a new plan for her
students and they were able to go with it because they easily followed familiar routines for
organizing themselves and going outside to work.
Everything that is happening in the field is making me think about having my own classroom.
I used to think that it was about decorating the room, planning fun activities and just
following teacher guides to teach lessons. Now I understand that a teacher’s philosophy is
what guides everything in a classroom. My own beliefs about teachers and teaching are
changing. Teachers have to be activists and help their students become activists. It’s the
only way to improve our situations.
Now I see why we rewrite our educational philosophy statements as we continue in this
program. Responsible teachers have to continue learning and growing in order to give their
students the best education. I had no idea that teaching is such hard work and takes so much
planning and research. I have learned a lot, but there is so much more to learn.
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